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ABSTRACT 
MINORITY RETENTION PROGRAMS IN THE NORTH,SOUTH 
AND MID-WEST! ARE THEY DESIGNED TO INCREASE 
RETENTION RATES IN HIGHER EDUCATION 
IN THE 90S AND BEYOND? 
MAY 1993 
DORIS CLEMMONS 
B.A., UNIVERSITY MASSACHUSETTS 
M.A., UNIVERSITY MASSACHUSETTS 
Ed.D., UNIVERSITY MASSACHUSETTS 
Directed by: Professor Robert R. Wellman 
The purpose of this study is to examine a small 
number of minority retention programs in the 
North, South and Mid-West in order to determine 
why African-American students at predominantly- 
white institutions of higher education continue to 
face greater social and academic adjustment 
problems than their white counterparts. 
The literature supports the researcher's 
contention that the needs of many African-American 
students enrolled in various colleges and 
universities across the country, are not well met. 
While some institutions have established retention 
programs (some more successful that others), many 
more have not. Institutions of higher education, 
this study concludes, should be required to not 
V 
only examine the needs of African-American 
students, but also to implement programs to 
address the needs. 
This comparative analysis, uses a historical 
framework to examine a few of the retention 
program that are successfully addressing a 
significant number of the educational needs of 
African-American students at peer institutions. 
Programs examined are: The Committee for the 
Collegiate Education Of Blacks and Other Minority 
Students (CCEBMS) University of Massachusetts, 
Amherst, Massachusetts; The Educational 
Opportunity Program (EOP) University of 
California, Santa, Barbara, Center for Academic 
Program (CAP) University of Connecticut, Storrs 
Connecticut, The African-American Student 
Partnership Program (AASP) and the Minority 
Student Access Network program (MSAN) University 
of Colorado, Boulder, Colorado and the Academic 
Support and Assistant Program (ASAP) and the 
Promoting Academically Successful Students (PASS) 
University of South Carolina, Columbia South 
Carolina. 
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CHAPTER I 
INTRODUCTION 
African-American students on white campuses are 
few in number. On the basis of figures supplied by 
Gurin and Epp, 278,000 African-American students 
were in non-African-American institutions in 1968. 
Although this number represents a 144 percent 
increase from the 114,000 enrolled in 1964, African- 
American students on white campuses constituted less 
than one percent on the student body. The numbers of 
African-American on white campuses again increased 
dramatically between 1968 and 1974, but even so, the 
increase only raised representation of African- 
American students on major college campuses to 
around five percent. (Willie and McCord 1972; Gibbs, 
1974) . 
Currently, according to the US Census, 378,000 
African-American are enrolled in predominantly white 
four year colleges and universities. Despite their 
small numbers, or perhaps because of their small 
numbers, African-American students on white 
campuses, particularly in the first six weeks, drop 
out at a rate significantly higher than their white 
counterparts. Research has shown predominantly-white 
1 
colleges have frequently been unable to retain 
African-American, especially in the junior and 
senior years; those that are successful often fail 
to graduate these students within the four year time 
span. For example, the Office of institutional 
Research and Planning (OIRP) conducted a cohort 
study at the University of Massachusetts at Amherst 
to examine the outcome of students by ethnicity. The 
study showed the total number of students receiving 
degrees were 4,705 but out of that number only 61 
African-Americans received degrees, 64 were 
dismissed, 72 dropped out and 21 remain active (see 
Table 1). 
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Table 1 
Fall 1982 and Fall 1983 Entering Cohorts 
Outcome By Students Ethnicity 
Total 
Frequencies 
white Asian Hispanic Black 
Graduated 4705 3698 80 42 61 
Dismissed 949 638 16 25 64 
Dropped Out 2228 1631 38 62 72 
Active 375 277 9 10 21 
Total 8257 6244 143 139 218 
Total 
Percentages 
White Aslan Hispanic Black 
Graduated 57% 59% 56% 30% 28% 
Dismissed 11% 10% 11% 18% 29% 
Dropped Out 27% 26% 27% 45% 33% 
Active 5% 4% 6% 7% 10% 
Total 100% 100% 100% 100% 100% 
Source: Office of Institutional Research emd Planning (OIRP) 
Study conducted In the Fall 1989 Student Retention Services 
Why white institutions fail in their bid to 
retain African-American students remains a largely 
unresolved question. However, some researchers have 
speculated that causes varying from under-prepared¬ 
ness to isolation may be responsible for the 
problem. (An under-prepared student, according to an 
accepted definition in the literature, is one who is 
either lacking in developmental skills, does not 
meet regular admission standards, or place below the 
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cut off mark for assignment to regular courses.) 
Such scholars as Iffert (1955), Panos and Astin, 
(1968), Mulka and Sherrin (1974), Astin (1975) Beal 
and Noel (1980), argue that, historically, under¬ 
prepared, marginally credential African-American 
student, as with their white counterparts, have 
always ranked in the lowest percentage of their 
class in terms of academic readiness. This academic 
ill-preparedness alone, these scholars maintain, 
placed this group in the highest range for failure 
in institutions of higher education. 
While it is often the case that students who are 
academically prepared before entering college are 
able to persist to college graduation and those who 
are academically under-prepared are more likely to 
dropout, other scholars such as Epps and Panos, 
argue that this is only one of the factors, not 
necessary the most significant, which contribute to 
the high attrition rate of African-American students 
on white campuses. In an examination of the factors 
related to successful matriculation of African- 
American students in white schools some scholars 
feel SAT scores are beneficial in determining a 
students ability to perform. Other scholars feel 
that other factors such as attitude and the 
personality should also be taken into consideration. 
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This would indicate the need for a strong support 
system within the institution if these students are 
expected to succeed. Gurin and Epps (1975) 
additionally contend that students who feel ignored 
academically by larger institutions will fail to 
reach their full potential, if there is a lack of 
demand for achievement, they maintain this can 
undermine a student performance because one of the 
factors associated with a student's aspiration and 
achievement is an institutional belief that every 
individual can and will succeed. It should be noted 
that most small African-American schools expect 
their students to excel, refusing to accept excuses 
for failure. This expectation of success seems to 
induce students to achieve at the top of their 
capabilities. 
African-American students at white colleges drop¬ 
out or are academically dismissed at phenomenal 
rates, the time has come for these institutions to 
stop ignoring the problem while increasing there 
minority recruitment efforts. The pool of qualified 
African-American high school graduates is low, 
recruitment efforts have been extended to those 
students who may or may not necessarily meet the 
traditional admissions criteria and who are not 
equipped with the necessary college skills needed to 
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successfully graduate. This recruitment policy if 
not accompanied by an adequate support program, can 
contribute to the cycle of academic jeopardy and 
dismissal that plague so many of our African- 
American students. 
McDaniel and Mckee (1971) found that the vast 
majority of reporting institutions had adjusted 
admission requirements in some way, yet only 50 
percent reported any type of retention program. Some 
minority students find that they are academically 
unprepared to succeed in an institution that has 
less than adequate retention programs. This is one 
of the reason African American that are not equipped 
academically from high school find they can not 
compete at many institutions of higher education. 
According to Wille and McCord, only 23 percent of 
the African-American students in their sample, as 
opposed to 49 percent of the white students, 
maintained B averages or better, but racial gaps in 
performance, except in engineering, appeared to have 
been bridged by the senior year. This would seem to 
indicate that if high-risk students, with the 
exception of those in engineering, can avoid 
dismissal in the first six weeks of matriculation, 
they stand a good chance of graduating. However in 
colleges where an academic support program is 
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offered as an option, African American students not 
only did better academically but tended to graduate 
at higher rates than in schools without such 
programs. Interestingly, students who participated 
in college preparatory, notably Upward Bound, and 
then continued on in an academic support college 
program were even more likely to maintain at least a 
C average and graduate on time. For example. Upward 
Bound students enrolled at the University of 
Massachusetts graduate with a higher grade point 
average than non-Upward Bound students with the same 
background i.e. low income, first generation college 
student. 
The evidence would seem to support the 
conclusion that if the tutorial and counseling 
progreuns are effective they can address both the 
academic and social problems of high-risk students. 
Purpose Qf StndY 
The purpose of this study is to analyze selected 
academic support program that have been successful in 
increasing the retention rate among African American 
students in institutions of higher education. In this 
study emphasis will be placed on finding a solution 
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to tli0 £iz‘st six weoks' fa.ilur'e ira.t@s among studonts. 
While some of the programs under study have 
structures in place to address this early attrition, 
others, notably the University of Massachusetts, have 
no mechanism in place that addresses the need of 
those who find themselves in academic difficulty the 
first few weeks of classes. 
The findings of this study will then be used as a 
basis for constructing a model academic support 
program focusing on the needs of African-American 
students. 
Limitations of the Study 
This research is limited to minority retention 
programs and African-American students at the 
University of Massachusetts, University of 
California, Santa Barbara, University of Colorado, 
Boulder, University of Connecticut, Storrs and the 
University of South Carolina, Columbia. Programs 
offered at these schools have all proven to be 
successful in retaining African-American students. 
Further, the limited scope of this study makes it 
impossible to adequately address the question of why 
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students actually leave or remain at a particular 
institution. Studies suggest that students leave for 
variety of reasons, but for official purposes, 
many students give reasons they feel will be 
accepted by their peers and family members. Students 
almost never tell the real reason for leaving an 
institutions of higher education. In addition, when 
a student decides to leave school, very rarely will 
the university use a trained psychologist to 
conduct an in-depth exit interview. 
Definition of Terms 
Attrition; When a college's enrollment is lower as a 
results of a number of students transferring or 
dropping out of the institution. 
College Dropout; When a student leaves an 
institution without finishing his or her degree. 
Historically African-American Colleges; Institutions 
that were founded for African-Americans, although in 
most cases, their charters were not exclusionary. 
These institutions served African-Americans for at 
least two decades. African-American institutions 
provided an environment where students of color were 
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expected not to do less than their best. Failure was 
not a viable solution for the survival of the 
institution. One problem that faces America's youth 
of today is that failure is not viewed as a 
catastrophic problem such as in the Asian culture. 
The African American experience in African-American 
institutions is one that has always provided a rich 
and nurturing cultural background for students of 
color. This type of experience cannot be found in 
other institutions in America. In order for a 
student of color to succeed he or she must feel 
comfortable in his or her environment, this will 
maximize his or her chances for success at a non¬ 
white institution. 
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CHAPTER II 
LITERATURE REVIEW 
If we are to stop the disproportionate number of 
African-American students not persisting 
academically at institutions of higher education, we 
need to implement more successful retention 
programs. Historically, many factors accounted for 
this low rate of retention among minority students: 
inadequate high school preparation before college, 
problems acquiring financial support, problems at 
home, and low self-esteem, it is clear from the 
literature that colleges can stop the exodus of 
African-American students from institutions of 
higher education by upgrading educational services 
to all students, with a focus on improving 
retention. 
In 1989 the National Center for the Advancement 
of Educational Practices conducted a study on the 
different ways post-secondary institutions 
throughout the country are addressing the needs of 
students who are under-prepared for college studies. 
Their primary objectives were as follows: 
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1. To report on the services already in place for 
academically under-prepared students; 
2. To look at successful ways in which the design of 
the programs is being implemented; 
3. To look at various institutions that have taken 
positive steps to meet the needs of academically 
under-prepared students. 
The Center found that the services available to 
the under-prepared through the retention programs 
included: Academic advising, career planning, 
counseling, diagnostic testing, reading, writing 
improvement, remedial developmental courses and 
tutorials. The success of these programs, according 
to the study, depended on the dedication and skills 
of faculty and program staff. The faculty and staff 
knew each student needed personal attention in 
addition to various kinds of intervention. This type 
of service along with the cooperation of the 
university proved to be important in terms of the 
program's success. 
According to the National Center for the 
Advancement of Educational Practices, academic 
support and remedial education is necessary but, by 
itself, it is not enough. Students must learn how to 
become motivated and know what areas they are weak 
12 
in academically. They must empower themselves and 
build up their low self-esteem in order for them to 
be able to negotiate their academic and social 
agendas, with these factors isolated, the National 
Center for the Advancement of Educational Practices 
determined that a successful program should include 
the following vital components: 
A. Academic Advising 
B. Personal Counseling 
C. Career Counseling 
D. Assessments 
E. Diagnostic Evaluation 
F. Tutorial Transition 
6. Skill Building Courses 
Additionally, the center's research concluded 
that each first year student should be required to 
enroll in a college survival skills orientation 
course. This course would be design to train 
students to maneuver through the system more 
effectively. Such a course is very important in 
terms of survival for any first year student, but 
especially important for the African-American 
student who often fall into the category of "under¬ 
prepared ." 
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Dunston F. in Black Student Retention in 
Higher Education Institutions, builds on the 
center's findings by suggesting that states' 
remedial strategies should include expanded efforts 
in outreach recruitment and admission, more 
responsive counseling, student affairs, basic skills 
and tutorial services, the continued development of 
special program and services, improved faculty, 
staff and student awareness around the issued of 
being under-prepared. Schools with programs meeting 
the criteria established by the National Center for 
the Advancement of Educational Practices are few, 
and African-American students continue to abort 
their college education in dramatic numbers. The 
research indicates that institutions of higher 
education have relatively little knowledge why 
minority students are failing to persist in college. 
In some cases the student's place of residence 
has been under consideration from several 
perspectives: rural versus urban; distance to 
college; living at home versus commuting to college. 
Summerskills (1962) literature review and the report 
by Gurin, Newcomb, and Cope (1968) indicated that 
withdrawals more frequently occur among students 
coming from rural areas of small towns and from 
14 
smaller high schools. Regarding distance to college, 
Iffert (1958) stated, "Location of a student's home 
in relation to college had no bearing on his chances 
of graduation "(p.74). 
In contrast, Aiken (1964, Mehra (1973), and Wood 
(1963) found greater distance from college related 
to higher withdrawal rates. This statement is not 
true for all students. Students have been known to 
excel in their academics in institutions of higher 
education living away from their home town. In 
retrospect I would say many of my African-American 
colleagues preferred moving away from their 
environment in order to excel in life. Yet some 
students, as Spady (1971) observed, often gave their 
reasons for transferring to other colleges as a 
desire to be closer to home. This reason is often 
given by those students in the CCEBMS Program 
(Committee for the Education of Blacks and Other 
Minority Students) at the University of 
Massachusetts at Amherst, when they are not 
excelling in their academics. In some cases, when 
CCEBMS students feel they are being systematically 
isolated from the mainstream they will retreat back 
to more familiar surroundings. 
Iffert (1958) and Astin (1975) speak to the 
relationship between dropping out and living in 
15 
college residence halls. They found that students 
residing on campus have significantly better 
persistence records than students who live with 
parents, relatives, friends, or in private 
residence. Although he did not indicate the effect 
of commuting on college attendance, Chickering 
(1974) did find that the beneficial impact of 
college on the commuter was less than on the student 
living in a residence hall. 
In New England, the impact of minority students' 
attrition on the workforce of the future is a 
subject of much concern. According to a newspaper 
article that appeared in the Amherst bulletin 
(Massachusetts) on January 18, 1989, New England 
Colleges are not addressing the problems of 
minorities when it comes to higher education. Nancy 
Newcomb, in an article entitled New England Colleges 
Don't Address Minority Problems, noted that 
according to a recent report on higher education: 
African-American and Hispanic youth, the fastest- 
growing segment of New England's population, are 
being ill served by colleges and universities in the 
region, and that could leads to major shortages in 
the skilled workforce in the near future. 
The report Ms. Newcomb was referring to was 
prepared by the New England Board of Higher 
16 
Education. (The Board was created in 1955 by the 
governors and state legislatures of the six New 
England states. Its purpose was to create 
cooperation between the more that 260 colleges and 
universities in the region, with an emphasis on the 
relationship between higher education and economic 
development.) The two-year study entitled New 
England Colleges Fail to Address the Needs of 
Minorities, was made public on the 60th birthday of 
the Rev. Martin Luther King Jr.. Board President 
John C. Hoy in a prepared statement on the 
significance of the study, said: 
New England is the most prosperous region in the 
history of the United States. But it is also the 
most predominantly-white region, and it has failed 
to address the educational needs of its African- 
American and Hispanic populations. Economic 
necessity and social justice demand immediate 
action. 
The report calls for immediate steps to heighten 
the academic ambitions of African-Americans and 
Hispanic, and warns that if the academic and 
subsequent job-market success is not ensured, the 
region will face dire social and economic conse¬ 
quences. The report stated that while African- 
Americans and Hispanic represent 6.2 percent of the 
region's total population, only 3.4 percent of 
Masters Degrees, and only 4.3 percent of the 
17 
Doctorates were awarded on New England campuses, 
both public and private (see Table 2) . 
Table 2 
Degrees Conferred to Blacks And 
Hispanics in New England, 1984-1985 
Blacks Hispanic 
Niunbers 
No. % of Total No. % of Total 
Bachelor's 
All Field 73348 758 2.4 978 1.3 
Mathematics 1451 22 1.5 19 1.3 
Physical 
Science 1764 38 2.2 10 .6 
Engineering 
Computer 
6084 85 1.4 62 1.0 
Science 2533 40 1.6 26 1.0 
Master's 
All Fields 24490 495 2.0 339 1.4 
Mathematics 258 2 .8 3 1.4 
Physical 
Science 402 0 0 6 1.5 
Engineering 
Computer 
1893 20 1.1 19 1.0 
Science 466 3 .6 4 .9 
Doctorate 
All Fields 2546 54 2.1 57 2.2 
Mathematics 86 0 .0 0 .0 
Physical 
Science 371 2 .5 7 1.9 
Engineering 
Computer 
307 3 1.0 3 1.0 
Science 19 0 0 1 5.3 
Research indicated that the rate of retention is 
even lower at two year colleges than at four year 
colleges. The disproportionate number of students of 
color leaving colleges must stop. 
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Among the recommendations in the board's report 
are more financial aid for low-income African- 
American and Hispanic students, aggressive steps to 
deal with campus racism, and increased minority 
representation on boards of trustees at the region's 
colleges and universities. 
At least one college has taken up the challenge 
set by the board. Douglas Wilson, Secretary of 
Amherst College, in an article published in the 
Amherst Bulletin indicated that providing greater 
educational opportunities for minority students is 
paramount at Amherst College. In 1991, aggressive 
recruitment resulted in an Amherst College minority 
freshman class equaling 26 percent, of that number 
six percent were African-American. One factor 
contributing to Amherst's success seems to stem from 
the college's commitment to creating a positive 
climate for students of color and, sensitivity 
training for all students. Probably, the 
single most important factor in attracting a large 
minority pool is financial aid. 
If retention is to be a priority, support systems 
as well as financial aid must be addressed. One of 
the main reasons given for able students dropping 
out of school is lack of funds. Financial support is 
avital contributing factor in the lives of most 
19 
students of color, without financial support 
students have found themselves working 30 to 40 
hours a week trying to make ends meet. In some cases 
students with very high G.P.A.s dropout of school 
because they are unable to pay their college bills. 
This should not be the case; these young people 
should be provide with the financial support 
necessary for them to successfully pursue their 
academic goals and objectives. 
According to the New England Board of Higher 
Education, in the 1980s more that fifteen million 
men and women entered nearly three thousand state 
institutions of higher education. The data from the 
national retention studies conducted over more than 
four decades reveal up to five of six million of 
these students never earn any degrees. Only 40% of 
the entering freshmen graduate in the "normal" four 
years, 20% take longer than four years, and another 
40% do not receive degrees. This trend may be 
reversing itself somewhat, because in looking at the 
number of bachelor's degrees granted from 1981 
through 1986 at the University Of Massachusetts, it 
becomes apparent that the numbers of students 
receiving degrees are on the increase (see Table 3). 
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Table 3 
Bachelor's Degrees Granted By Sex 
1981-82 TO 1985-86 (1) 
BACHELOR'S 
ACADEMIC YEAR MALE FEMALE TOTAL 
1981-82 1989 1992 3981 
1982-83 1990 1927 3917 
1983-84 1875 1923 3798 
1984-85 1941 1973 3914 
1985-86 1983 2054 4037 
1. Degree reported by academic year ( September, February, and 
May) . 
Sources Office of Institutional Research and Plemnlng (OIRP) 
Results of Attrition / Retention Study from 1981-1985 at the 
University of Massachusetts at Amherst, Massachusetts. 
University Profiles 
The researcher examined the following 
institutions of higher education in New England in 
an effort to measure the effectiveness of their 
retention programs: 
The University of Massachusetts at Amherst# 
Massachusetts is a state-supported coed university 
located on a 1,273-acre campus, with 1,418 faculty 
(1,321 full-time, 97 part-time). Ninety percent of 
the full-time faculty have earned doctoral degrees. 
Founded in 1863, the university's total enrollment 
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for fall 1989 was 24,000; of this number, 18,000 
were undergraduates, 3,800 of whom were freshmen. 
Four percent of the student body in 1989 were part- 
time, 83% were state residents, 23% were transfers; 
60% were financial aid recipients. The student body 
was 51% women, 49% men, 3% African American, 1% 
Native American, 3% Hispanic, 2% Asian American and 
2% international students on campus represented 50 
states and territories and 67 foreign countries. In 
the fall of 1989, 83% of the 1988 freshman class 
returned for their sophomore year. With each 
subsequent year the number of returning students 
from any given freshman class decline. Between 1987- 
89 only an average of 56% of the freshman classes of 
1983 through 1985 graduated, 12% of whom went on to 
graduate schools. 
The University of Massachusetts at Boston, 
Massachusetts, founded in 1964, is a state-supported 
coed university, and is part of the University of 
Massachusetts. It has a total enrollment of 11,270, 
and a faculty of 824 (502 full-time 322 part-time). 
Eighty seven percent of the full-time faculty have 
earned doctoral degrees. In the fall of 1989 there 
were 9,514 undergraduates, 823 of whom were 
freshmen. Thirty three percent of these students 
were part-time, 96% state residents, and 61% 
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were part-time, 96% state residents, and 61% 
transfers. The student body was 57% women, 43% men, 
10% African American 1% Native American, 4% 
Hispanic, 5% Asian American, 2% international. In 
the fall of 1989, 60% of the freshmen class returned 
by senior year probably only 25% of this group will 
graduate. According to the records, only 30% of the 
entering freshman classes from 1987-89, graduated of 
these, however, 22% went on to graduate school. 
The University of Lowell is a state-supported 
coed university founded in 1894; the total 
enrollment is 11,798; there are 620 faculty(508 
full-time, 112 part-time). Seventy-nine percent of 
the full-time faculty have doctorates. In the fall 
1989 there were 8,284 undergraduates (1,631 
freshmen) from 20 states and territories and 48 
foreign countries. Eight percent of the student body 
were part-time, 90% were state residents, and 9% 
were transfers. The student body was 38% women, 62% 
men, 2% African American, 0% Native American, 1% 
Hispanic, 3% Asian American, 2% international. In 
the fall of 1989, 80% of the freshmen class returned 
The University Lowell had the best retention record 
of the state schools examined. Sixty-five percent of 
the freshman class from each of the years from 1987- 
89 graduated, and 27% went on to graduate school. 
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Southern Massachusetts University, North 
Dartmouth, Massachusetts is a state-supported 
comprehensive coed institution, it was founded in 
1895 and has a total enrollment of 6,174, with 442 
faculty (360 full-time, 82 part-time). Eighty 
percent of the full-time faculty have earned 
doctoral degrees. In the fall 1989, the enrollment 
for undergraduates was 5,360, (1,123 freshmen) from 
20 states and territories and 29 foreign countries. 
Three percent of these student were part-time, 97% 
were state residents, and 25% were transfers. The 
student body was 52% women, 48% men, 1% African 
American, and 1% Native American, 2% Asian American, 
1% international. Eighty-two percent of the fall 
1988 class returned for the fall 1989 term. No 
figures were available on the graduation rate. 
umass Boston, umass Amherst, University of Lowell 
and Southern Massachusetts University graduated 
8,084 students out of that number a total of 366 
were minorities (see Table 4A). In 1988/89 the 
number of degrees granted from all four institutions 
were 10,964, out of that number 660 degrees were 
awarded to African-Americans. In 1989/90, 11,229 
degrees were granted out that number 762 degrees 
were granted to African-Americans (see Table 4B). 
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New England institutions of higher education 
granted the following number of degrees from 1988- 
1990; Universities, 22,193; State colleges, 13,582; 
Community Colleges, 17,080. Of these degrees, 
African-American students received 3,300 (see Tcibles 
5).For a breakdown of degrees granted by each school 
(see Tables 6-7). in looking over the profiles for 
the New England universities, it becomes obvious 
that recruitment efforts are inadequate, and that 
retention programs for African-American students 
need to be supported. 
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Table 4A 
Minority Retention Programs in Massachusetts 
1987- 1988 
Degrees Conferred at Five New England Universities 
1988- 1990. 
1987-1988 
Degrees Conferred 8,084 
Unlvers1tles Black Hispanic Aslan Natlive 
American 
Total 
Umass Boston 68 25 32 6 131 
Umass Amherst 61 45 52 7 165 
Unlv. Lowell 5 6 2 2 15 
SMU 22 4 9 6 41 
Total 156 80 109 21 366 
Percentages 
Universities Black Hlsp2mlc Aslan Native 
American 
UMass Boston 5.8% 2.1% 2.7% 0.5% 
UHass Amherst 1.8% 1.4% 1.6% 0.2% 
Unlv. Lowell 0.4% 0.5% 1.4% 0.2% 
SMU 2.4% 0.4% 1.0% 0.7% 
Source: Board of Regents of Higher Education Office of Research auid 
Information Systems. 
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Table 4B 
Degrees Conferred At Five 
New England Universities 
1988-90 
Nuznber of Degrees Gramted 1988/89 1989/90 
University of 5,777 5,775 
Massachusetts At 
Amherst 
University of 1,839 2,017 
Massachusetts At 
Boston 
University of 123 140 
Massachusetts At 
Worcester 
University of Lowell 1,112 1,134 
Baccalaureate Degrees 10,964 11,22 
o 
Race/Ethnicity Precentage % % % 
Native Amerlcem 17 0 .16% 16 0.14 
Aslan 214 1 .95% 265 
% 
2.36 
Black 220 2 .01% 244 
% 
2.17 
Hispanic 190 1 .73% 213 
% 
1.09 
Cape Verdean 19 0 .17% 24 
% 
0.21 
Baccalaureate Degrees 660 762 
% 
Source: Massachusetts Board of Regents Of Higher Education 
Office of Research, Information Systems and Assessment 
27 
Table 5 
Degrees Conferred In New England 1988/89 And 1989/90 
A Comparison Study 
All Segment No. Of Students 
1988/89 1989/90 Total 
Unlversltltes 10,964 11,229 22, 193 
State Colleges 6,514 7,068 13, 582 
Community Colleges 8,256 8,824 17, 080 
Race/Ethnlclty 1988/89 1989/90 
Baccalaureate Degrees 
1,524 1,776 
Native American 57 0.22% 64 0.24% 
Aslan 372 1.45% 474 1.75% 
Black 617 2.40% 722 2.66% 
Hispanic 430 1.67% 465 1.71% 
Cape Verdean 48 0.19% 51 0.19% 
Baccalaureate Degrees Granted Total 3,300 
Massachusetts Board of Regents Of Higher Education Office Of 
Research, Information Systems And Assessment 
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Table 6 
Comparison Of 1988/89/90 Degrees Conferred; 
University of Massachusetts At Amherst and The 
University of Boston at Boston 
1988/89 
Baccalaureate Degrees 4,336 
1989/90 
4,312 
Race/Ethnicity % % 
Native i^erican 10 0.17% 12 0.21% 
Asian 81 1.40% 91 1.58% 
Black 119 2.06% 112 1.94% 
Hispanic 129 2.23% 135 2.34% 
Cape Verdean 9 0.16% 13 0.23% 
University of Massachusetts At : Boston 
1989/89 1989/90 
Baaccalaureate ] Degrees 1,401 1,535 
Race/Ethnicity % % 
Native American 2 0.11% 1 0.05% 
Aslan 372 .01% 47 2.33% 
Black 79 4.30% 101 5.01% 
Hispanic 36 1.96% 44 2.18% 
Cape Verdean 5 0.27% 2 0.10% 
Sources Massachusetts Board of Regents of Higher Education Office of 
Research, Information Systems and Assessment 
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Table 7 
Comparsion of 1988/89/90 Degrees Conferred: 
University of Massachusetts of Lowell 
and Southern Massachusetts University 
1988/89 1989/90 
Baccalaureate Degrees 1,430 1, 472 
Race/Ethnicity % % 
Native American 2 0,09% 2 0.09% 
Aslan 78 3.69% 95 4.40% 
Black 11 0.52% 14 0.65% 
Hispanic 14 0.66% 23 1.07% 
Cape Verdean 1 0.05% 1 0.05% 
Southeastern Massachusetts University 
1988/89 1989/90 
Baccalaureate Degrees 1,069 1,075 
Race/Ethnicity % % 
Native American 3 0.27% 1 0.09% 
Aslan 15 1.35% 22 1.93% 
Black 11 0.99% 9 0.79% 
Hispanic 7 0.63% 6 0.53% 
Cape Verdean 4 0.36% 8 0.70% 
Source: Massachusetts Board of Regents of Higher Eduction Office 
of Research, Information Systems and Assessment 
Research shows there are some white institutions 
that have been successful in there efforts to retain 
and graduate African-American students. An article 
in Change magazine listed ten schools that have been 
successful in this process. The list of school were: 
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University; and UCLA (Richardson, Simmons, and de 
los Santos 1987). 
These schools have programs with philosophies 
rooted in the belief that achievement is a 
preparation problem rather that a racial problem. 
The color of one's skin should not dictate one's 
educational values, no more than the term "high 
risk" should be synonymous with people of color. 
Many administrators recognize that academic 
problems cannot be remedied after the student has 
enrolled in college. Therefore, some institutions 
have begun to offer college preparatory programs for 
high school juniors and seniors. For example, Penn 
Valley Community College created a program that 
would allow juniors and seniors in high school to 
enroll in college level courses at the community 
college. The enrollment equaled 300 students. 
Remedial help was provided for any student 
enrolling in the program if needed. 
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CHAPTER III 
METHODOLOGY 
This Study uses library research, and interviews 
as mode of inquiry. This study is qualitative and 
focuses on the recruitment and retention of minority 
students over a ten years period. Primary emphasis 
is placed on the on the CCEBMS program at the 
University of Massachusetts, but for comparative 
purposes, retention programs at selected 
institutions of higher education in the north, 
south, and mid-west are also examined. Comparisons 
are made between the number of students who enroll 
in or use the services of retention or similar 
programs, and the number who graduate. For 
additional balance, and to judge the effectiveness 
of retention programs, retention rates of first year 
entering students not enrolled in a specialized help 
program are compared with first time entering 
students enrolled in a specialized help program 
The institutions involved in this study are the 
University of Massachusetts, Amherst; University of 
California Santa Barbara, University of Connecticut, 
Storrs , University of Colorado, Boulder, and the 
University of South Carolina, Columbia. 
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Research Setting 
University of Massachusetts, Amherst, 
Massachusetts has a total enrollment of 24,000 
students, 18,000 are undergraduates, 3,800 are 
freshmen of whom 3% are African-American; 1% Native 
American; 3% Hispanic; and 2% Asian. 
University of South Carolina, Colombia South 
Carolina, has a total enrollment of 25,692 students 
16,000 are undergraduates, of whom 2,642 are 
freshmen; of that number 14% African-American, 1% 
Hispanic, 2% Asian and 0% Native American. 
University of California, Santa Barbara, Santa 
Barbara California, has a total enrollment of 19,082 
students, 16,853 are undergraduates, of whom 3,167 
are freshmen; of that number 3% African-American 1% 
Native American, 10% Hispanics and 8% Asian. 
University of Colorado at Boulder, Colorado, has 
a total enrollment of 24,364, 19,862 are 
undergraduates, of whom 3,367 are freshmen; of that 
number 2% African-American, 1% Native American, 5% 
Hispanics and 5% Asian. 
University of Connecticut, Storrs. Connecticut has 
a total enrollment of 17,936, 13,127 are 
undergraduates of whom 2,065 are freshmen; of that 
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number 4% African-American 3% Hispanics, 0% Native 
American and 3% Asian American. 
Types of Data and Data Collection 
Documents 
The data used in this study were from records 
located in the following sections of the 
Universities under study: 
Admission Office 
Office of Institutional Research and Planning 
Committee For the Collegiate Education of Black and 
Other Minority Students 
Minority Students Program 
Student Affairs Research Information and System 
Office of Research Information Systems and 
Assessment 
Supplemental Instructors Program 
Promoting Academically Successful Students Program 
Student Support Services 
Center iEor Academic Program 
Student Opportunity of Access and Retention Program 
Center for Academic Skills 
Education Opportunity Program/ Student Affirmative 
Action 
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Education Program to Increase Racial Awareness 
The Fall Institute Program 
Interviews 
Interviews regarding the issues of recruitment and 
retention were conducted with personnel located in 
the areas listed above. 
Results of the Study 
Participants in the control environment seem to fair 
better with their academic than those participants 
in the non-controlled environment. Further there is 
evidence to indicate that emphasis should move away 
form the notion of high risk students, to that of 
high risk courses. And since students perceive their 
weakness in academic courses as content-centered, 
supplemental instruction should be provided to 
assist each student comprehending the intent and 
content of these courses. 
The research anticipates that the results of the 
study will suggest to retention program directors 
ways in which they can improve their present program 
to be more in tune with the 90s and beyond. 
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CHAPTER IV 
FIVE CASE STUDIES 
The first section of this chapter will begin with 
an analysis of the CCEBMS Program at the University 
of Massachusetts, Amherst. The research will 
methodically examine the graduation, retention, and 
withdrawal rates of the total freshman class at the 
University of Massachusetts. The second section will 
included an examination of the ASAP and PASS 
retention program at the University of South 
Carolina, Columbia. The third case study will look 
at the Center for Academic Program (CAP) along with 
the Student Opportunity of Access and Retention 
(SOAR) Program at the University of Connecticut, 
The fourth Case study will explore efforts at the 
University of Colorado, at Boulder. The last case 
study will explore the Center for Academic Skills 
(CASE),the Educational Opportunity Program/Student 
Affirmative Action (EOP/SAA) and the Education 
Program to increase Racial Awareness (EPIRA) at the 
University of California, Santa Barbara. The primary 
goal of each program is to increase the retention 
and graduation rate of its students. The case study 
approach is used because the problem of low 
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retention must be encapsulated and defined before it 
can be ameliorated. 
Case Study One 
In 1991 the University of Massachusetts had a 
total enrollment of 22,070, undergraduate 17,170 
(3,309) freshmen. Faculty 1,223 (1,138) full-time 
with a ratio of 18:1. 2% African-American, 1% Native 
American, 3% Hispanics, 3% Asian. 77% of the fall 
1990 freshmen class return for the fall 1991. 60% of 
the 1986 class graduate within 5 years. 
SAT Scores 
Fall 1991 
Ethnicity Verbal Math Total 
African-American 413 431 101 
Native American 360 448 6 
Hispanic 391 447 131 
White 484 536 2,793 
The University of Massachusetts has many services 
in place to increase the retention of there minority 
population such as the Bilingual Collegiate Program 
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(BCP) the Committee for the Education of Black and 
Other Minority Students (CCEBMS) Minority 
Engineering Program, (MEP) the United Asian Learning 
Resource Center (UALRC). Some programs have a 
director and assistant director with four or five 
professional advisors, the staff is trained in 
addressing academic and personal issues for their 
specific populations. 
The university offers a multicultural living 
program for those students of color that might feel 
a sense of isolation while attending a predominately 
white institution. This programs offers students of 
color a chance to become involved in leadership 
position in the residence halls. The A.L.A.M.A 
program is set up for African-American, Latino, 
Asian, and Native American as a vehicle for 
providing student with academic support by offering 
3-credit courses in study skills along with other 
academic and social activities. The university 
offers a number of first year programs which offers 
courses in writing, history, economics computer 
literacy, studio art, music, theater, literature, 
political science, and several honors courses. These 
first year program are open to all students living 
in that part of the campus they are not just for 
people of color. The programs that are more geared 
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to people of color are the specialize advising 
program mention earlier. 
The university is committee to increasing the 
retention of its minority population as a result the 
university established a retention committee to look 
at the programs already in place in order find a way 
to better support there efforts. 
CCEBMS Program, University of Massachusetts 
When Dr. Randolph Bromery arrived at the 
University of Massachusetts at Amherst 25 years ago, 
the university had an enrollment of 20,000 students; 
only 40 were African-American. Dr. Randolph Bromery, 
along with six African American faculty from the 
Five College community (University of Massachusetts, 
Amherst College, Hampshire College, Smith College, 
and Mount Holyoke College) founded the Committee for 
the Collegiate Education of Blacks and Other 
Minority Students (CCEBMS) Program in an attempt to 
increase the enrollment and retention of students 
of color at the University of Massachusetts. 
Attempts to gain federal funding for the program was 
stymied by language. The federal government insisted 
that CCEMBS be classified as a program for 
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"disadvantaged students," but Dr. Bromery felt that 
labeling would stigmatized students and be 
psychologically disabling to them. 
In 1968 CCEMBS, with funding from the Ford 
Foundation and the University, opened its doors. It 
recruited students from various ethnic backgrounds, 
ranging in abilities from those in need of tutorial 
or remedial work to exceptionally qualified 
students. By the mid-1970s the number of people of 
color grew to nearly 3,000, ninety five percent of 
whom came through the CCEBMS program. In 1972, 
largely through the program's active recruitment and 
retention efforts, the University granted more 
degrees to African-American students that it had in 
105 years. Today, CCEMBS is considered one of the 
most successful program of its kind in the country. 
From it's inception, the mission of the Committee 
for the Collegiate Education of Black and other 
Minority Students has been to act as an academic 
support service for minority and some non-minority 
students. The main objective of CCEBMS is to 
facilitate the admission, development and graduation 
of its students. The program serves as an advocate 
for students by ensuring that the University 
appropriately respond to the needs of students of 
color. The program's motto of "Excellence through 
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Involvement" communicates a strong belief that its 
staff should provide essential guidance and support 
to students. This guidance and support, when 
combined with the educational skills and social 
experiences acquired as part of the undergraduate 
experience, enables students to develop into 
knowledgeable, contributing members of their 
communities and the larger society. 
The CCEBMS program academic advising process is 
of two-tiered. The first tier provides academic 
advising to all first and second year students. The 
second tier provides academic advising and career 
counseling to juniors and seniors. All students are 
provided with assistance during registration and 
pre-registration in terms of course selections and 
tutorial help. Each first year student is assigned a 
Peer Counselor to help them become acclimated to the 
University community. Each Peer Counselor, along 
with their assigned first year student or students 
are required to attend weekly workshops. Each 
student participating in the CCEBMS program must 
sign a program contract which states the program's 
exceptions and the responsibilities of the student; 
it also specifies the number of times a student must 
meet with his or her advisor over each semester. 
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The CCEBMS program along with the academic 
support service makes every effort to meet the needs 
of each student. Accordingly, in 1989 CCEBMS 
implemented a first year orientations program titled 
"A Chance to Excel, " now known as the Excel program. 
This program was designed to increase student 
retention and help student matriculate into the 
University. The students participating in the Excel 
program are students who would benefit from 
intrusive advising, skill building workshops, and 
weekly monitoring They are limited to 12 credits 
per semester for the first year, and are identified 
at the time of admission. 
Over the past twenty three years, the CCEBMS 
program has endeavored to maintain its original 
goals and objectives of providing; 
• academic advising 
• intrusive advising 
• peer counseling 
• career counseling 
• tutorial services 
• personal counseling 
• workshops 
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In 1987 a Minority Review Commission was formed 
to review the Qus-lity of life and academic support 
services offered to American Indians, Asians, 
African-American and Hispanics on the Amherst 
campus. The committee was given the task of 
reviewing all programs that delivered services to 
people of color on campus. Dr. Frederick Tillis, 
Associate Provost for faculty, chaired the 
committee. 
The commission reviewed various documents, 
including information from each program within the 
division of Education Access and Outreach (EAO). 
Each program provided the commission with their 
various mission statements, priorities, and needs. 
The report, published in the 1988, noted that the 
committee, after meeting with representatives from 
the various programs, was:"impressed" by their 
"commitment and dedication to minority students and 
to the University" and felt that the University 
"should be very proud of this group of professionals 
and of the work they do." 
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CCEBMS Sixth-Year Graduation, Retention and 
Withdrawal Rates from 1977 to 1981 
In the fall of 1977, 3,994 students entered the 
University of Massachusetts, 55.6% graduated, 2.2% 
remained active and 42.2% withdrew. In the fall of 
1978 4,114 students entered 50.9% graduated, 5.4% 
remained active and 43.8% withdrew (see Table 8A ). 
In the fall of 1979, 3,886 entered 5.4% remained 
active, 55.3% graduated and 39.3% withdrew. In the 
fall of 1980, 4198, entered, 1.9% remained active, 
56.1% graduated and 42.0% withdrew (see Table 8B). 
In the fall of 1981, 4,114 entered, 5.0% remained 
active, 54.6% graduated and 40.5% withdrew (see 
table 8C). 
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Table 8A 
Sixth-Year Graduation, Retention, And Withdrawal 
Rates of the Total Freshmen Entering Class 
By Ethnicity 
Fall Semesters 1977-1978 
Entering Semester 
gall 19.72 gall 1978 
sixth Year Status 
Number A 
Entering % 
Ethnicity 
Q 
% 
Sixth Yeas 
Number 
Entering 
gtatus 
A <2 
% % 
W 
American 
Indian 1 0^ 14.3 8.5x1 1 0.0 44.45 
Asian/ 
Pacific Is . 13L 61.1 33.3 21 61.9 38.1 
BlacH/ 
Non-His. 21 41.4 55.2 11 13.5 27.0 59.5 
Cape 
Verdian 1 1^ (L^ 1 0.0 0.0 0.0 
Hispanic 11 35.3 64.7 21 24.1 31.0 44.8 
Non-Res. 
Allen 20 0.0 6Qt0 4Q.Q 11 7.74 6.2 46.2 
White/ 
Non-His 1234 62.1 36.0 1482 1^ 56.6 9.9 
Unknown 2668 53.0 44 JZ 2121 6^ 48.2 45.7 
Total 3994 2^ 55^ 42.2 4114 IsA 50.9 43.8 
Note; Sixty-Year Status is pataa toXlows 
A=Active G=Graduated W=Withdrawn 
sixth-year status reflects a student's registration status as 
October the sixth year after entry. Exception io£ students 
entered fall 1981. sixth year status rpflecta thejE Status as sf 
March 1987. rather than QctpbsE 1987.A. 
Source af Information Student Affairs fieseartb and Evaluation 
Office (SAREO) 
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Table 8B 
Sixth-Year Graduation, Retention, and Withdrawal 
Rates of the Total Freshmen Entering Class By 
Ethnicity Fall Semesters 1979-1980 
Entering Semester 
Fall 1979 Fall 1980 
Sixth Year Status 
Number 
Entering 
Ethnicity 
Sixth Year Status 
ASS Niupber A 
^ Entering 2^ 
s 
2s 
< 
1 
American 
Indian 1 0.0 33.3 66.7 1 0.0 60.0 0.0 
Asian/ 
Pacific ISt 54.9 41.2 11 41.0 1^ 
Black/ 
Non-His« £3. 8.8 33.8 57.4 11 U 28.3 6.0 
Cape 
Verdian il 0.0 0.0 0.0 1 0.0 0.0 0.0 
Hispanic 41 11^ 42.2 46.7 11 1^ 35.1 
Non-Res. 
Alien 1 0.0 0.0 0.0 1 0.0 0.0 0.0 
White/ 
Non-HIs, 211 5.3 55.4 39.4 4048 u 56.9 1^ 
Unknown 45a 5.2 59.7 35tl 11 0.0 37.5 2.5 
Total 2M£ 1^ 55.3 39.3 4198 1^ 56.1 2^ 
Note; Sixth-year status Is categorized ss £qX1ow§_; 
A=Active G=Graduated W=Witbdr^WB 
Sixth-year status reflects a student's registration gtatUS as 
October ^ the sixth year aftsc sntrvt 
Exception for students who entered Fall 1P91, gixtb ygar Status 
reflects their status AS. March 1?971 
Source of Infonnation; Student Affairs Ressardh AOd Research and 
Evaluation Office (SAREOl 
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Table 8C 
Sixth-Year Graduation, Retention, and Withdrawal 
Rates of the Total Freshmen Entering Class By 
Ethnicity Fall Semesters 1981 
Ethnicity 
Number 
Entering 
A G H 
Americem 
Indian 5. 20tQ 0.0 80tQ 
Asian/ 
Pacific Is. 51 45.7 49t4 
Black/ 
Non-His. 55l 8.2 43.5 48.2 
gap^ 
Verdian 10. 10.0 10.0 80.0 
Hispanic 53. 41.2 54 tl 
Non-Res. 
Alien A1 4^ 43.9 51.2 
Whitg/ 
Non-His. 2679 4^ 56.5 38.7 
Unknown 1128 3^ 53.4 41.5 
Total 4114 5.0 54t6 40.5 
SiastY Year status Is categorized follows; 
A=A<?tiv^ G=Graduated W=Wlthdrawn 
Sixth-year status reflects s student's registration st4tug ^ q£. 
October Qt sixth year after entry. Exception £si. students 
who entered Fall 1981. sixth year status reflects th^ir status 
SS March 1987. rather them Qgtbb^E 987t 
Source q£. Information Student Affairg Reggarob and EvaluatiQB 
Office (SAREO) 
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Eighty students entered the CCEBMS program in the 
fall of 1977, 22.5% graduated, 3.8% remained active 
and 73.8% withdrew. In the fall of 1978, 121 
students entered the CCEBMS program, 32.2% 
graduated, 13.2% remained active and 54.6% withdrew 
(see Table 9A). In the fall of 1979, 76 entered 9.2 
remained active, 32.9% graduated and 57.9% withdrew. 
In the fall of 1980, 110 entered, 4.6 remained 
active, 34.6% graduated and 60.9% withdrew.(Table 
9B). In the fall of 1981, 111 entered 5.4% remained 
active, 43.2% graduated and 51.4 withdrew (see table 
90 . 
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Table 9A 
Sixth-Year Graduation^ Retention 
and Withdrawal Rates o£ the 
CCEBMS Freshmen Entering Class By Ethnicity 
Fall Semesters 1977-1981 
1977-1978 
Entering Semester 
Fall 1977 Fall 1978 
g-ixth Xsac status 
Number A G 
Entering ^ % 
Ethnicity 
H 
% 
Sixth Year , 
Number h 
Entering % 
Status 
Q 
% % 
Americem 
Indian 1 0.0 0.0 ioo«o 2. 0.0 50.0 5.0.^ 
Asian/ 
Papjfic ISt 1 0.0 lOQtQ A. 0.0 50.0 50.0 
Black/ 
NPn-His. IS. 0.0 33.3 66.7 2S 17.9 21.4 60.0 
Cape 
Verdian S 0.0 0.0 0.0 S 0.0 0.0 0.0 
Hispanic s 0.0 0.0 0.0 1 0.0 0.0 100.0 
Non-Res. 
Alisn 1 0.0 0.0 ioo»o 1 0.0 0.0 100.0 
White/ 
NPn-HiSt 4 0.0 25.0 75.0 1 14.3 42.9 42.9 
Unknown SS 5.5 20.0 74.6 2S 12.8 34.6 52.6 
Total SS 3.8 22.5 73.8 121 13.2 54 r 6 
Note: Sixth-year status Is oat^ffprizg-d ^ fpllpwg; 
A=Active G=Graduated W=Withdra'WB 
Sixth-year status reflects a gtudpnt '-S rppigtratiPB gtatu^ sm q£. 
October q£. the sixth year after entry. 
Exception for students who entered ZaU 1^97^ sixth YPAE status 
reflects their status ss q£. March 1987. rathpr thaa Qctobsr 
1987. 
Source ^ Information; Student Affairs Research aad Bvaluatipa 
Office (SAREO) 
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Table 9B 
Sixth-Year Graduation, Retention 
and Withdrawal Rates of the CCEBMS Freshmen 
Entering Class By Ethnicity 
Fall Semesters 1979-1980 
Entering Semester 
Fall 1979 Pall 1980 
Sixth Year status Sixth Year Status 
Number A Q H ] Number A G 
Entering % 26 ; Entering 2^ 26 26 
Ethnicity 
Indian Q. 0.0 0.0 0.0 1 0.0 0.0 o • o o H 
Asian/ 
Pacific la^ 1 lU. 55.6 33r3 3. . 25.0 25.0 50.0 
Blach/ 
Non-His. A2. 33.3 59.5 A4 6.8 29.6 63.6 
gap.e 
Verdian Q. 0.0 0.0 0.0 3 0.0 0.0 0.0 
Hispanic 2. 50.0 50.0 0.0 3 0.0 0.0 0.0 
Non-Res 
Alien 0 0.0 0.0 H 3 0.0 0.0 0.0 
White 
Ncn-Hiet 22. 3^ 22.7 68.2 55. 0.0 41.8 58.2 
Unknown 1 0.0 0.0 100.0 2 0.0 0.0 100.0 
Total 2£ 32.9 57.9 113 4^ 34.6 60.9 
Ngtg; Sixth-ygar status la. categorized aa. followe; 
A=ActiVg G=Graduated W=Withdrawn 
Sixth- Y^avr status reflects a student' s r^ffigtratioa status aa. 
Qt Octch^r q£. th£ sixth aft^r ^ntryt. 
Exception students who entered Fall 1981, gixth Y^ar gtatllS 
reflects their status aa q£. Marsh 1987i rather than QstPher 
1987. 
Source q£. Information; Student Affairs Researsh and Evaluatipn 
Office (SAREO) 
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Table 9C 
Sixth-Year Graduation, Retention, 
of Withdrawal Rates of the CCEBMS Freshmen 
Entering Class By Ethnicity 
Fall Semester 1981 
Entering Semester 
Fall 1991 
Ethnicity 
Number 
Entering 
Sixth 
A 
2k 
■Year 
2k 
Status 
W 
2k 
Ameriean 
Indian 1 IMI 0.0 0.0 
Asian 
Pacific Is. 50.0 50 
Black/ 
Non §1 1^ 41.3 50.9 
Cape 
Verdian 0.0 16.7 93.3 
Hispanic 1 0.0 100.0 0.0 
Non-Res. 
Alien 0. 0^ 0.0 
White/ 
Ncn-HiSt H 5.6 44.4 50..^ 
Unknown 1 0.0 66.7 33t3 
111 43.2 51.4 
Note; Sixth-year gtatug Is. Qz^tggQrize^ ^ foilowgi 
h= Active Qe. Graduated H= withdrasm 
Sixth-year at_atua reflects a gtud^nt.'„a rggistration status as of 
October ot the sixth year after entraL.. 
Exception for students who entered Fall 1^91*- sixth Year status 
reflects their status as jsf. March 19097rather that October 
1997. 
Source of Infonoation; Student Affairs fiesearcfa aud EvaluatiOB 
Office (SARBO) 
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The University enrolled a total of 20,306 students 
between 1977 and 1981, 3.9% remained active, 54.5% 
graduated, and 41.6% withdrew. The CCEBMS program 
enrolled a total of 498 students within the same 
time spanned and 7.4% remain active, 33.7% graduated 
and 58.8% withdrew (see Table 10). This drop out 
rate would decrease over the years. 
Since 1981-82 the attrition rates have improved 
for the University and the CCEBMS program, in the 
fall of 1981 4,101 students entered the university, 
867 or 21.1% withdrew. In 1982, 4,318 students 
entered, 812 or 18.8% withdrew. In the fall of 1983, 
3,944 entered, 668 or 16.9% withdrew. In the fall of 
1984 4,061 entered, 746 or 18.4% withdrew. In the 
fall of 1985, 4,254 entered 737 or 17.3% withdrew 
(see Tables IIA-IIC). 
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Table 10 
Sixth-Year Graduation, Retention and Withdrawal 
Rates of CCEBMS Freshmen Entering Class Compared to 
The Total Freshmen Entering Class by Ethnicity 
Fall 1977-1981 Combined 
Fall Semester 1977 
Population 
77-81 
Combined 
Nximber A € 
Entorinq ^ ^ 
Ethnicity 
American 
Indian 
Asian./ 
21 1^ 31.0 
Pacific Is. 
Black/ 
210 4.8 50.0 
Non-HiSt 
Cape 
212. 1^ 
Verdian 11 10.0 
Hispanic 
Non.-Res. 
211 38.5 
White/ 
2A A3... 7. 
Non-His. I2u. 703 1^ 56.9 
Unknown 6, 222 A^ 51.7 
Tbrpugh 1981 combined 
CCEBMS Only 
77-81 
Combined 
IS. Number h Q IS 
2l Entering 2^2^ 
35.5 A 0.0 25.0 75.0 
45.2 12 U. 45.2 47.6 
56.3 123. 3.3.3 58.5 
80.0 3 16.7 3.3.t3. 
53.1 A 25.0 50.0 25.0 
47.3 2 o
 
•
 o
 
100,0 
39.6 106 IJL 37.7 58.5 
43.9 139 1^ 28.8 61.9 
Total 20^M6 54,5 41.6 AM 33.7 58.8 
Note; Sixth-Year status ifi categorized aa follows j. 
A=Active G=Graduated W=Withdrawn 
Sixth-year status reflects ^ student's registration 
status as of October of the sixth year after entry. 
Exception for students who entered Fall 1981, sixth year 
status reflects their status as gf March 1087, rather 
than October 1987. 
Source of Information; Student Affairs Research and 
Eyaluation Office (SAREO) 
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Table llA 
First Year Attrition Rates of the Entering 
Class By Ethnicity 
Fall 1981-1982 
Entering Semester 
Fall 1981 Fall 1982 
Ethnicity Number Withdrawn 10/82 Number Withdrawn 10/83 
Entering N PCT Entering N Pet 
American 
Indian 5 2 40.0 2 1 50.0 
Aslan/ 
Pacific Is . 80 24 30.0 71 5 7.0 
Black/ 
Non-His. 85 23 27.1 84 26 31.0 
Cape 
Verdian 11 5 45.5 9 4 44.4 
Hispanic 85 20 23.5 53 13 24.5 
Non-Res. 
Allen 40 9 22.5 46 7 15.2 
White/ 
Non-Hls. 2674 524 19.6 2961 545 18.4 
Unknown 1121 260 23.2 1092 211 19.3 
Total 4101 867 21.1 4318 812 18.8 
Source of Information; Student Affairs Research sod Ev4lua>tiQn 
Office (SAREO). 
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Table llB 
First Year Attrition Rates of the 
Entering Freshmen Class By Ethnicity 
Fall 1983-1984 
Entering Semester 
Fall 1983 £a11 1984 
Number Withdrawn 10/84 Number Withdrawn 10/85 
Ethnicity Entering N Entering N PCT 
American 
Indian 2 0 ILJl 1 1 0.0 
Asian/ 
Pacific : Lsu M 15.6 21 15 21.1 
Black/ 
Non-Hls, 121 12 26,5 151 55 22.9 
Cape 
Verdian 1^ 2 13.3 21 A 19.1 
Hispanic 21 22 25.3 12 21 26.8 
Non-Res 
Alien 1 12.5 11 1 I8xA 
White/ 
Non-His, 2620 A21 16x1 2691 All 17.5 
Unknown Ml 169 17..»1 lie 111 19.1 
Total 314A 111 16.9 4061 2A1 18.4 
Source q£. Information; Student AffeiFg Research and Evalu^tioQ 
Office (SAREO) 
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Table lie 
First Year Attrition Rates of the 
Entering Freshmen Class By Ethnicity 
Fall 1985 
Fall 1985 
Ethnicity 
WiTmS^r 
Entering 
Withdrawn 
U 
10/86 
PCT 
Aserlcan 
Indian 1 25.0 
Asian/ 
Pacific Is. 18 15 15.3 
Black/ 
Hon-His. 111 11 17.4 
Caoe 
Verdian 16 6 37.5 
Hispanic 116 15 21.6 
Hon-Res. 
Alien 52 1 15.8 
White/ 
Hon-His 2288 115 16.4 
Untaown 1543 283 18.3 
Total AHA 737 17.3 
Soxirce of Tnformation: Student Affairs Research and Evaluation 
Office (SAREO). 
The first year attrition rates of the CCEBMS 
Program were as follows: 
Fall Entrance 1981 1982 1983 1984 1985 
Students 110 132 182 220 213 
Withdrawn 29 37 53 53 44 
PCT 26.4 28.0 29.1 24.1 26.3 
Tables 12A-12C offers a breakdown by race. 
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Table 12A 
First Year Attrition Rates of Freshmen Entering Into 
The CCEBMS Program By Ethnicity, 
Fall 1981-1985 
1981-1982 
Entering Semester 
fall IMl fall 1982 
Wlthdrawa 10/82 Withdravm 10/83 
Etbnicjty Eataring N Entering N ££T 
American 
Indian Q. 3 3^ 0 0 
Asian/ 
Pacific , Is t. 2^ 1 15,0 11 1 
Black/ 
Non-His, 18 29,0 TL 21 32,5 
Cape 
Verdian 2 33»3 3 2 40,0 
Hispanic 1 3 1 1 33,3 
Non-Res« 
Alien Q. 3 3^ 1 0 0,0 
Hhite/ 
Non-His, 13. 3 33,3 11 1 33,3 
Unknown 1 3 (LJI 12 1 25,0 
Total 110 21 26,4 112 11 28,0 
Source q£. Information; Student Affairs Researdb and Evaluation 
Office (SAREQ) 
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Table 12B 
First Year Attrition Rates of Freshmen Entering 
Into The CCEBMS Program By Ethnicity 
Fall 1983 - 1984 
Entering Semester 
Fall IMl Fall lg.84 
Number Withdrawn 10/84 Nxamber Withdrawn 10/85 
Ethnicity Entering £ Entering £ PCT 
American 
Indigta a Q 0.0 1 1 0.0 
Asian/ 
Pacific Ig.,. IS. & 31.6 11 1 26.3 
BlacK/ 
Non-His. IQS 11 28.4 141 14 24.1 
Cape 
Verdian 1 1 14.3 11 4 22.2 
Hispanic S 1 12.5 1 1 0.0 
.. 
Alien S 0 0.0 1 1 16 
White/ 
Non-His. IS 1 36.8 11 6 33.3 
Unknown 12 1 IfiUl 12 1 26.0 
Total 1S2 11 29.1 22Q 51 24.1 
Source of Information; Student Affairs Research and Bvaluaticn 
Office (SAREQ) 
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Table 12C 
First Year Attrition Rates of Freshmen 
Entering Into the CCEBMS Program By Ethnicity 
Fall 1985 
Entering Semester 
Fall 1985 
Ethnicity 
Number 
Entering 
Withdrawn 10/82 
E£I 
American 
Indian 4 1 25t0 
Asian/ 
Pacific is-i. M 1 20,0 
Black/ 
Non-His. 118 22 18.8 
Cape 
Verdian 11 4 30.8 
Hispanic 1 2 25.0 
Non-Res. 
hllsn Q. 0.0 
White/ 
Non-His 11 4 25^ 
Unknown li 1 26.3 
Total HI 44 20.7 
Source Qt Information : Student Affairs Research and Evaluation 
Office (SAREO), 
Overall, CCEMBS posted a lower attrition rate than 
did the University. For example, of the 20,678 
freshmen entering the University, 3,830 or 18.5% 
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withdrew in the first year, as compared to the 216 
or 25.2% of the 857 students who entered the CCEBMS 
program (see Table 13). 
Table 13 
First Year Attrition Rates of Freshmen 
Entering the CCEBMS Program 
Compared to the Total Entering Class By Ethnicity 
Fall 1981-1985 Combined 
Total Entering Class CCEBMS Entering Class 
Number Withdravm YR After . Number Withdrawn Yr After 
ENT. ENT. 
Ethnicity Entering H PCI Entering N PCI 
America 
Indian A 25.0 1 1 14.3 
AgiaaZ 
Pacific Is. 384 £ 8.0 IM 22 19t2 
Black/ 
Non-His. 575 139 24.2 Ml 112 25.6 
Cape 
Verdian 12 21 29.2 11 26.5 
Hispanic 430 IM 24.^ 25 4. 16.0 
Non-Res. 
Alisa 2A2 A1 16t5 12 1 
Wbit^/ 
Ncn-Higf 13234 2343 17.7 81 22 32.6 
Unknown 5Zli 1109 19.4 18 2 31.0 
Total 20678 3830 221 216 25.2 
gpurce Information? Student Affairs Research and Evaluation 
Office (SAREO) 
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In Table 14, the researcher examined various 
reasons why first year students not in the CCEBMS 
program withdrew from the university. In the fall of 
1981, 867 students withdrew from the University. 
44.2% were dismissed, 8.3% transferred and 47.5 
reasons were "other." in the fall of 1982, 812 
withdrew from the University 43.6% were dismissed, 
9.1% transferred and 47.3% were other (see Table 
14A). In the fall of 1983, 668 withdrew 37.7% were 
dismissed, 10.6% transferred and 51.7% reason were 
"other." In the fall of 1984 746 withdrew, 35.4% 
were dismissed, 11.0% transferred and 53.6% reason 
were other (see Table 14B). in the fall of 1985 737 
withdrew, 34.1 were dismissed, 9.2% transferred and 
56.7% reason were "other" (see Table 14C). 
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Table 14A 
Type of Withdrawal Among Total First-Year 
Withdrawals, 
Fall 1981-1985 
1981-1982 
Entering Semester 
Z&U 1981 Fall 1982 
T<?t^l Withdrawal 
With- p 
Drawn 2g 
Ethnicity H 
TVP^ 
T 
1 Total 
0 With- 
Drawn 
U. 
Withdrawal Type 
P T P 
% % 
American 
XndA-aB 1 50.0 0.0 1 . 100.0 0.0 0.0 
Asian/ 
Pacific Is, 2A. 54.2 37.5 1 40.0 0.0 60.0 
Black/ 
NPB-Hig t 21 21^ 21.7 21 78t9 1^ 19.2 
Verdian 1 80.0 0»0 20.0 4 75.0 25t . P 
Hispanic 20 35.0 5t0 80,0 11 69.2 U 23.1 
Non-Res, 
Alien 1 22.2 22.2 55t6 1 .57»1 0.0 42.9 
White/ 
Non-His, 52A. 44.1 46.0 545 40.6 10.5 49.0 
Unknown 211 41.5 53.1 111 44.6 7.1 48.3 
Total 887 44.2 47.5 812 43.6 9.1 47.3 
Note: Type of withdrawal in categorized as follows: 
D=Academic Pismisga.1 
T=Transfer 
0=0ther (voluntary) withdrawal y^agon 
Source of Information; Student Affairs ReseagSb gvalu^tiQB 
Q££i<?g ISABEQj. 
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Table 14B 
Type Of Withdrawal Among Total First-Year 
Withdrawals By Ethnicity 
Fall 1983-1984 
Entering Semester 
Total Withdrawal Type 
With- n X 
Drawn ^ 
BtbhicitY £ 
1
 
o|
 
1
 
Total Withdrawal Type 
With P 2 1 
Draw % % 
£ 
Indian 0. Q.O o
 
•
 o
 
iLJO 1 0^ i3uP SL^ 
Asian/ 
Pacific Is, m 0^ 30tP 11 46,7 6,7 46,7 
Black/ 
Non-His 12 68.8 U. 28.1 H 68,6 2^ 21^ 
Cape 
Verdian 2 100.0 0,0 iL_Q 4 75t0 0.0 25.0 
Hispanic 20 10,0 75,0 21 34.J5 11.-.1 53.9 
Non-Res. 
Alien 1 14,3 57,1 28,6 1 44,4 11-1 44-4 
Whit^/ 
Non-His, A21 11-...4 11^ 54,7 421 33,1 11.0 55,8. 
Unknown 111 43,8 U 48,5 111 32,8 12.9 54.3 
Total 118 m 10,$ 51,7 241 35,4 1.0 53,6 
Notes Type of withdrawal in categorized ae followss 
D= Academic Dismissal 
Th Transfer 
0= Other (voluntary) withdrawal reason 
Source of Information; Student Affairs Research AQ4 Evaluati-QB 
Office;(SAREO) 
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Table 14C 
Type of Withdrawal Among Total First-Year 
Fall-1985 
Fall 1985 
Total Withdrawal Typd 
With- P I 5 
Ethnicity % 
American 
Indian 1 100.0 0.0 OtO 
Asian/ 
Pacific ISt 15 60.0 13.3 26t7 
Blaak/ 
Non-His, 21 ILlI 60t9 
Cape 
Verdian 5 33.3 0.0 66.7 
Hispanid 25 40.0 8.0 52.0 
Non-Res» 
Alien 1 lltl OrO 
o\
 
•
 
00
 
00
 
White/ 
Non-His. 375 32.8 10.9 56.3 
Unknown 283 33.9 U. 58.0 
Total 111 34.1 5^ 56,7 
Note: Type of withdrawal Ls. categorized ^ fQllQWgJ. 
Academic Pigmiggal 
Transfer 
0= Other X voluntary) withdrawal reason 
Source sf Information: Student Affairs Ressardb and Evaluatian 
Office (SAREO) 
64 
In the next table the researcher examined those 
reasons given by students in the CCEBMS program for 
leaving the University. In the fall of 1981, 29 
withdrew 65.5 were dismissed, 3.5 transferred, and 
31.0 left for unspecified reasons. In the fall of 
1982, 37 withdrew, 67.6% were dismissed, 2.7 
transferred, and 29.7 failed to give a specific 
reason (see Table 15A). in the fall of 1983, 53 
withdrew 67.9% were dismissed, 5.7% transferred and 
26.4% reason were other. In the fall of 1984, 53 
withdrew, 66.0% were dismissed, 57% transferred, and 
28.3% reason were unspecified (see Table 15B). In 
the fall of 1985, 44 withdrew, 40.9 were dismissed, 
2.3 transferred and 56.8% reason were unspecified 
(see Table 15C). 
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Table 15A 
Types Of Withdrawal Among CCEBMS First-Year 
Withdrawals By Ethnicity 
Fall 1981-1985 
1981-1982 
Entering Semester 
Fall 1981 Fall 1982 
Total Withdrawal Type Withdrawal Type 
With- 3 T 3 With 3 T 3 
Drawn % Drasm 2s 2S % 
Ethnicity N 
American 
Indian Q. 0.0 3^ 0.0 3 0.0 0.0 0.0 
Asiein/ 
Pacific Is, 1 3^ 33t? 3 0.0 0.0 0.0 
Black/ 
Non-His. 13. 72.2 5.6 22Ll2 23 76.0 20.0 
Cape 
Verdian Z 100 tQ. 0.0 0.0 2 100»0 0.0 0.0 
Hispanic 3 0.0 0.0 0.0 1 0.0 100.0 
White/ 
Non-His, 3 33.3 (Lil 66.7 3 33.3 3^ 66.7 
Non-Res, 
Ali£Q 3 0.0 0.0 0.0 3 0.0 0.0 0.0 
Unknown 3 0.0 0.0 0.0 1 66.7 0.0 33tl 
TPtal 23 65.5 3.5 31.0 11 67.6 U 29.7 
Note; Type of withdrawal ia categorized aa fQllPWs.i 
£[= Academic Dismissal 
Transfer 
0= other (voluntary) withdrawal r^asoa 
Source of Information; Student Affairs fipgeardh aad Evalh4tiPn 
Office (SAREO) 
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Table 15B 
Type of Withdrawal Among CCEBMS First Year 
Withdrawals By Ethnicity 
Fall 1983- 1984 
Entering Semester 
Fall 1983 Sail 1984 
Total Withdrawal ■TVPP Total withdrawal Tvpe 
With- P I Q. Wifh- P T Q 
Pre^wn Drawn % % % 
Ethnicitv £ n 
American 
Indisin Q. 0-0 0.0 0.0 0. 0.0 0.0 0.0 
Asian/ 
Pacific £ 100.0 0.0 0.0 1 60.0 20.0 20.0 
Black/ 
ypn-Higt 11 71.0 3.2 25.8 M SI .1 2.9 29.4 
Cape 
yprdi^n 1 100.0 0.0 0.0 4 75.0 0.0 25.0 
Hispanic 1 0.0 0.0 100.0 OtO 0.0 0.0 
White/ 
Non-His. 1 57.1 0.0 42.9 50tQ 16.7 33.1 
Non-Res. 
Alien Q. 0.0 0.0 0.0 1 . 100.0 0.0 
Unknown 1 42.9 28.6 28.6 1 66.7 0.0 33.3 
TPtg^l 11 67.9 U 26.4 11 66.0 5.7 28.3 
Note: Type of withdrawal is categorized SM follows; 
Academic pjsmigg^l 
T= Transfer 
0= other (voluntary) withdrawal reason 
Source of Information; Student Aff^irg Reg^^rdb AOd Ev^luatipn 
Office (SAREO) 
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Table 15C 
Type of Withdrawal Among CCEBMS First-Year 
Withdrawals By Ethnicity 
Fall 1985 
Entering i Semester 
Total Withdrawal lyp^ 
Hlth P T Q. 
Ethnicity 
Drawn % % 
American 
Indian 1 ioo»o 0,0 p.o 
Aslan/ 
Pa<?j,fj,<? Is. 66.7 16.7 16.7 
Black/ 
Non-His 21 AP-.g 59.1 
Verdian A 25.0 0.0 75.0 
Hispamjg 1 0,0 0.0 100.0 
White/ 
Non-His. A 25.0 
o
 
•
 
o
 75f0 
Rpn-R^g t 
Alien 0. 0^ ILJI (Ltil 
Unknown 5 40.0 60.0 
Total AA 40.9 1^ 
Notes Type of withdrawal is categorized as followss 
p= Academic pjgmii.gal 
T= Transfer 
Other (voluntary) withdrawal r^aspn 
Source ££ Informations Student. Affairs A&d 
Evaluation Office (SAREO) 
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The researcher, using ethnicity as a variable, 
compared the reasons given for CCEBMS first-year 
withdrawals with those given by non-CCEMBS first- 
year withdrawals for the fall semester of 1981 
through 1985. The total number of students that 
withdrew from the university equaled 3,830, out of 
that number there were; 39.3% dismissals, 9.6% 
transfers, and 51.2% voluntary withdrawal reasons. 
CCEBMS first year withdrawals equaled a total of 216 
with 61.6% dismissals, 4.2% transfers and 34.3% 
voluntary withdrawal reasons (see Table 16). The 
researcher concluded that CCEMBS is a viable program 
because its attrition rate is much less than that of 
the University. 
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Table 16 
Type Of Withdrawal Among CCEBMS First-Year 
Withdrawals Compared to Total First-Year 
Withdrawals By Ethnicity Fall 1981-1982 Combined 
Entering Semester 
Total First-Year CCEBMS First-Year 
WitMrawalg withdrawals 
Total Withdrawals Tvoe 
With- n H Q 
Drawn ^ % 
Ethnicity H 
Total Withdrawal 
With- n T 
Drawn % % 
N 
Type 
1 
American 
Indian 75.0 OfO 25.0 1 100.0 0.0 0.0 
Aslan/ 
Pacific Igt 55.1 itl 37.7 75t0 10.0 15.0 
Blaclc/ 
Npn-Hig«. 139 66.2 2^ 30.9 110 66.2 U. 30.8 
Cape 
Verdian 21 66.7 0.0 33.3 11 69.2 0.0 30.8 
Hispanic 104 36.5 U 54.8 0.0 0.0 100.0 
Non-Res. 
Alien 29.-1 17tl 53.7 1 IM 0.0 0.0 
White/ 
Non-His, 234.1 37.3 10.8 51.9 21 41t4 1^ 55.2 
Unknown 1101 39.0 8.0 52.9 Ifi 50.0 11.1 38.9 
Total 3830 39.3 51.2 216 61.6 4^ 34.3 
Note; Type of withdrawal in categorized as followsj. 
D=Academic Dismissal 
T=Transfer 
0=0ther (voluntary) withdrawal reason 
Source of Information; Student Affairg fiesearcb sad 
Evaluation Office (SAREO) 
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The researcher also looked at the number of 
students enrolled in the fall of 1983-1984 and 
compared that number with the number of degrees 
granted in 1987-88 by race. In 1983, a total of 281 
African-American students enrolled. In 1984, a total 
of 344 student enrolled, for a total of 625 students 
(see Tables 17 and 18). Out of these 625 students, 
248 students were granted degrees between 1987 and 
1988 (see Tables 19). The researcher examined the 
number of freshmen enrolled in 1985 by ethnicity and 
compare the number of graduates by ethnicity in 
1988-89. Next the researcher compare the number of 
students granted degrees by sex and race in 1989-90. 
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Table 17 
Fall 1983 Freshman Admission Ethnicity 
Distribution 
ETHNIC 
APPLIED/ACCEPTED%APPLIED/ENROLLED%ACCEPTED 
ACCEPTED ENROLLED 
American Indian/ 
Alaskan Native 16 10 62.5 2 20.0 
Male 10 6 60.0 2 33.3 
Female 6 4 66.7 0 0.0 
Black, Non- 
Hlspanlc 405 312 77.0 121 38.8 
Male 210 153 72.9 61 39.9 
Female 195 159 81.5 60 37.7 
Asian, Pacific 
Islemder 296 208 70.3 64 30.8 
Male 154 104 67.5 35 33.7 
Female 142 104 73.2 29 27.9 
Hispanic 277 186 67.1 79 42.5 
Male 146 97 66.4 42 43.3 
Female 131 89 67.9 37 41.6 
Cape Verdean 34 27 79.4 15 55.6 
Male 19 16 84.2 6 37.5 
Female 15 11 73.3 9 81.8 
Total 16, 819 11,151 66.3 3,944 35.4 
Male 8, 461 5,599 66.2 2,010 35.9 
Female 8, 358 5,552 66.4 1,934 34.8 
SOURCE: Freshmen Admission report; 1980 U.S. Census Data 
from Government Documents Office, University of 
Massachusetts Library at Amherst, Massachusetts. 
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Table 18 
Fall 1984 Freshman Admission Ethnicity 
Distribution 
ETHNIC APPLIED ACCEPTED %APPLIED/ENROLLED ^ACCEPTED/ 
ACCEPTED ENROLLED 
American Indian/ 
Alaskan Native 13 10 76.9 3 30.0 
Hale 6 5 83.3 1 20.0 
Female 7 5 71.4 2 40.0 
Aslan, Pacific 
Islander 
1 
325 247 76.0 72 29.1 
Hale 177 136 76.8 46 33.8 
Female 148 111 75.0 26 23.4 
Black, Non- 
Hispanic 466 348 74.7 152 43.7 
Male 217 152 70.0 84 55.3 
Female 249 196 78.7 68 34.7 
Cape Verdean 61 41 67.2 21 51.2 
Male 23 16 69.6 9 56.3 
Female 38 25 65.8 12 48.0 
Hispanic 313 243 77.6 96 39.5 
Male 158 124 78.5 47 37.9 
Female 155 119 76.8 49 41.2 
All 
Minorities 17, 144 12,166 71.0 4,046 33.3 
Male 8, 425 5,850 69.4 2,041 34.9 
Females, 719 6,316 72.4 2,005 31.7 
Source: Office of Institutional Research and Planning (OIRP) 
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Table 19 
Degrees Granted by Ethnicity 
1987-1988 
University of Massachusetts 
ETHNICITY NUMBER OF DEGREES 
GRANTED 
American Indian or 
Alaskan Native 8 
Asian or pacific 
Islander 76 
Black Non- 
Hispanlc 87 
Hispanic 77 
Total Degrees 248 
Non-Resident 
Alien 320 
White Non- 
Hispanlc 3,968 
Source:Board of Regents of Higher Education Office of Research 
and Information Systems 
In 1985, 367 or 6.2% students of color enrolled in 
the university (see Table 20). Between 1988-89, 227 
minority students were granted degrees leaving a 
total of 140 active students (see Table 21). For a 
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breakdown of how many students in the fall of 1986- 
88 applied and were accepted (see Table 22). in 1986 
a total of 339 minority students enrolled in 1987/ 
368 minority students enrolled and in 1988/ 367 
minority students enrolled at the University of 
Massachusetts (see Table 23). In 1989-90 a total of 
315 minority students were granted degrees (see 
Table 24) . Each year the niomber of African-American 
receiving degrees improved. 
Table 20 
Freshman Enrollment Numbers by Ethnicity/ 1985 
University of Massachusetts 
Amherst 
Black and 
Cape Verdean 148 
Hispanic 
American 
117 
Indian 4 
Asian 98 
Non- Resident/Alien 57 
White Non-Hispemic 2290 
Non-Reported 1544 
Total 
Minorities 367 
Total 
Freshmen 4258 
Minority 
Percentage 8.6% 
Black and 
Hispanic Percentage 6.2% 
Souzrce: Adialsslon Office, University of Massachusetts at 
Amherst Massachusetts 
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Table 21 
Degrees Granted by Ethnicity 
1988-89 
University of Massachusetts 
Amherst 
ETHNICITY NUMBERS OF DEGREES 
GRANTED 
American Indian or 
Alaskan Native 6 
Aslan of Pacific 
Islemder 56 
Black Non- 
Hispanlc 85 
Hispanic 80 
Non-Resident 
Allen 73 
White Non- 
Hlspanlc 3,007 
Non-Reporting 1,029 
Source: University of Massachusetts at Amherst Office of 
Institutional Research and Plemnlng. Report of Degrees Granted 
Academic Year 1988-89. 
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Table 22 
Freshman Ethnic Enrollment Distribution 
Fall 1986-88 
University of Massachusetts 
Applied Accepted 
1986 1987 1988 1986 1987 1988 
American Indizin/ 
Alaskan 29 38 44 25 30 35 
Black/Non 
Hispanic 472 461 632 297 340 408 
Asian 383 462 758 254 304 406 
Hispanic 355 447 554 235 271 318 
Cape Verdean 40 38 54 25 23 33 
Non-Res 
Alien/ 
Foreign 
430 449 304 215 205 151 
White, 
Non- 
Hispanic 16,473 17549 20,875 9,950 9,524 10,674 
Do Not 
Wish to 
Report 1,772 2,807 728 941 1,317 404 
ALL 
MINORITIES 1,279 1,446 2,042 836 968 1,200 
Source: Admission Office, University of Massachusetts at Amherst 
Massachusetts. 
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Table 23 
Enrollment by Ethnicity 
1986-88 
University of Massachusetts 
Amherst 
1986 1987 1988 
American Indian 
Alaskan 11 12 15 
Black/Non-Hlspanlc 128 138 124 
Aslan 82 95 111 
Hispanic 106 113 103 
Cape Verdean 12 10 14 
Non-Res. Allen/Forelgn 66 85 38 
White, Non-Hlspanlc 3,387 3,110 3,508 
Do Not Wish to Report 331 450 137 
ALL MINORITIES 339 368 367 
Source: Admission Office, University of Massachusetts at Amherst 
Massachusetts. 
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Table 24 
Degrees Granted by Sex and Race 
Academic Year 1989-90 
University of Massachusetts 
Amherst 
FEMALE MALES TOTAL 
AM INDIAN 6 4 10 
ASIAN 33 35 68 
BLACK 46 39 85 
HISPANIC 44 40 84 
NON-US 29 39 68 
WHITE 1849 1482 3331 
NON-REPORTED 313 343 656 
OVERALL TOTAL 2320 1982 4302 
Source: Office of Institutional Research and Planning (ORIP) 
The freshman ethnic enrollment continues to 
decline each year at the University of 
Massachusetts, this is equally true for the CCEBMS 
program. The minority enrollment is dropping. One 
can see why attrition and retention have become an 
issue of significant interest for higher education. 
A student's failure has a negative effect on the 
student and on society and the loss of students is 
costly to institutions of higher education. 
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Many researchers and educators have presented 
Information about the importance of education to the 
health of both the individual and society. Providing 
learning opportunities at the college level is not 
only a good investment for the present, but for 
the future as well. An educated people is an 
economic benefit which contributes to the stability 
and the quality of life in society, and provides a 
personal benefit to each individual. 
In comparing the CCEBMS program with other 
special needs programs in Massachusetts, the 
researcher found the rate of retention of minority 
students in the program is on par with the other 
schools. 
Case Study Two 
1991 the University of South Carolina had a total 
enrollment of 26,133, 16,059 undegraduates (2,619) 
freshmen. Total faculty 1,436 (1,075 full-time) with 
a ratio of 16:1. The ethnic breakdown was 15% 
African-American, 0% Native American, 1% Hispanic 
and 2% Asian. 80% of the 1990 freshmen class 
returned in 1991. 56% of the 1986 class graduated 
within five years. 
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SAT Scores Fall 1991 
Ethnicity VERB MATH TOTAL 
American 
Indian 420 440 860 
Asian 457 523 980 
Black 420 439 859 
Hispanic 388 440 828 
Whit* 451 518 969 
Sourcai Univrgitv ot South Carolyn* yy>iTtiiin A/im<^aiQn Office 
ASAP And The PASS Program. University of SoMth 
Carolina 
To serve there population, of students the 
university Implemented two retention programs: the 
Academic Skill Assessment Program (ASAP), and the 
PASS progreim. 
Academic Skill Agsessmant Prooram 
ASAP was Implemented during the 1985/86 academic 
year to promoted retention of high risk students. 
Since then. Its role has grown to Include serving as a 
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liaison and referral agent for all students/ faculty, 
and staff. The ASAP Program provides the following 
services: 
• identifies students with academic difficulties 
• conducts intake screenings and interviews in order 
to determine the perceptions of the students 
regarding their academic performances 
• conducts academic skills and learning style 
assessment sessions 
• conducts self assessment sessions that help students 
determine their level of involvement in their 
academics 
• monitors student progress throughout the semester 
• conducts campus-wide college survival workshops 
throughout the academic year 
• encourages students to participate in activities 
that promote academic success 
• coordinates a tutorial service of graduate students 
who serve as tutors in subject areas 
Over the past five years, the ASAP Program has 
been effective in implementing its academic 
intervention program, including its early warning 
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referral system for freshmen. Under this system, any 
student who has accumulated twenty-four or more grade 
point deficits are subject to automatic suspension 
from the University for a minimum of one academic 
year. ASAP has also identified eighteen general 
education high risk courses that have a high freshman 
enrollment as well as a high withdrawal or failure 
rate. Through intrusive advising and by encouraging 
faculty in these courses to refer students who are 
experiencing difficulty to the ASAP, retention in 
these courses has increased dramatically. 
A tribute to the success of the program is that 
at its inception in 1985/86 there were 134 students 
enrolled in the program, by the 1988/89 academic year 
there were 304. Further, sixty-three percent of the 
students referred by faculty and staff during the 
1988/89 academic year, completed their initial 
interviews. Given the amount of intrusive advising, 
tutorials, and increased promotion and awareness of 
the ASAP Program, the University can realized its full 
potential of becoming an institution for all students. 
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Promoting Academically Successful Students Program 
(PASS) 
The PASS program, the second retention program at 
the University of South Carolina, provides an academic 
skills enrichment program for high risk students, 
minority and non-minority, and a limited number of 
learning disabled students, who had accumulated six or 
more academic grade point deficits. As with ASAP any 
student accumulating twenty-four or more GPD's were 
automatically suspended from the University for a 
minimum of one year. 
In Jcinuary of 1987, the PASS Program was 
effective in terms of the retention of 161 students. 
The PASS program offered a course entitled "Reading 
for Successful Learning." (EDRD 100) which proved to 
be extremely successful in retention efforts. The 
course was offered through the College of Education. 
The course provided a focal point for the program by 
providing the structure, contact, and grade motivation 
for students to complete the program. EDRD 100 was 
modified to provide in-class presentations in the 
areas of listening and note-taking as well as time 
management and test-taking. Students were reguired to 
apply a specific study strategy in the area in which 
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they felt needed improvement. To supplement the 
financial cost of the course, the program hired 
graduate students as tutors. Because of the variety of 
subject areas covered by the tutors, students were 
able to receive individualized assistance. 
Students in PASS receive intrusive advising, but 
are also required to attend one introductory personal 
counseling and one academic assessment session. The 
PASS Program maintains a balance enrollment between 
African-American and non-African-American students 
because the program believes that students of color 
excel in programs that are erratically mixed. 
Goals of ASAP and PASS 
The goals of both programs are 1) to provide a 
supportive and positive learning environment for 
students who need individualized assistance when they 
begin to experience academic and adjustment problems; 
2) to encourage and empower students who are in need of 
special assistance to seek help before it is too late; 
3) to provide skills enrichment services for high risk 
students; 4)to increase the use of academic support 
progreuns and services available at the University. 
The ASAP Program services students floundering in high 
risk courses, while PASS addresses the needs of 
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students who have been identified as high risk from 
high school. The combination of these two programs has 
had a phenomenal impact on promoting retention of 
students who without academic intervention would 
probably be headed towards academic suspension. Both 
programs have been successful in promoting retention 
and reducing to irrelevancy the stigma associated with 
learning disabilities and high risk students. The 
ultimate objective of the two programs is to 
mainstream students into the University community 
Promoting Academically Successful Students Swnmary 
Findings 
Population 
There were 272 students(136 experimental and control,) 
students involved in the PASS study. These students 
were at least second semester freshmen and the spring 
semesters were the only semesters in which freshmen 
could participate. 
Gender 
The experimental group was 41% male, 59% female 
The control group was 40% male, 60% female. 
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Race 
The experimental group was 55% Black, 31% 
White, and 14% other. The control group was 53% Black, 
30% White, and 17% others. 
Housing 
The majority 51 % of the experimental group lived 
off campus. The control group was split equally with 
50% living off campus and 50% living on campus. 
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Ay^r^q^S Grade Point Deficitg 
(includes Spring 1987) 
EXPERIMENTAL CONTROL 
Before 1.51/8.5 1.49/8.0 
During 2.13/3.5 1.75/6.0 
After 2.09/3.5 2.13/3.5 
Overall Averaaes emd Grade Point 
(excludes 
Deficits 
Spring 1987) 
EXPERIMENTAL CONTROL 
Before 1.54/8.5 1.41/8.5 
During 2.21/3.0 1.72/6.5 
After 1.98/4.0 2.09/4.0 
Suspensions 13% (N=13) 20% (N=21) 
Withdrew 8% (N=8) 17% (N=:18) 
Total Non-returns 21% (N=21) 37% (N=39) 
ComoarIsons bv Pall Semesters and Sorina Semesters 
EXPERIMENTAL CONTROL 
Fall 1987 & 1988 
(N=43) 
Before 1.65/6.5 1.60/6.0 
During 2.27/1.5 1.97/4.5 
After 2.00/3.5 2.20/4.0 
Suspensions 12% (N=5) 9% (N=4) 
Withdrew 7% (N=3) 5% (N=2) 
Spring 1988 & 1989 
(N=61) 
Before 1.43/11 1.22/11 
During 2.15/4 1.48/9 
After 1.97/4.5 1.97/4.5 
Suspensions 13% (N=8) 29% (N=17) 
Withdrew 8% (Ns5) 20% (Nsl2) 
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On October 17,1990 at the NACADA Conference, in 
Anaheim California,.Roosevelt Martin, Jr. Assistant 
Dean Student Development and Education Services for 
Educational Support Services University of South 
Carolina stated that, "Perhaps the most significant 
finding occurred during the actual PASS semester. 
The experimental group's GPA rose from 1.51 to 2.13 
compared to the control group with GPA from 1.49 to 
1.75. The experimental group reduced their grade 
point deficits from a group average of 8.0 to 3.5 as 
compared to that of the control group's 8.0 to 6.0. 
The semester following the PASS Program, the 
experimental and control group maintained 2.09 with 
3.5 GPDs and 2.13 with 3.5 GPDs respectively. The 
suspension and withdrawal rates were significantly 
lower with the experimental group having 21 students 
or 18% not returning (SUSP or W/D) as compared to 
the control group having 39 students or 33% not 
returning (SUSP or W/D) . This does not include the 
Spring 1987 semester." 
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Case Study Three 
In the fall of 1991 the University of Connecticut, 
Storrs had a total undergraduate population of 
17,127, (2,174 were freshmen) 1,250 Faculty, with a 
ratio of 14:1. Eighty-seven percent of the fall 1990 
freshmen class returned, for the fall 1991. Sixty- 
two percent of the class of 1986 graduated within 
five years. The ethnic breakdown for the class of 
1991 was 4% African-American,3% Hispanics 1% Native 
American, and 4% Asian. 
SATs SCORES Fall 91 
ETHNICITY VERB MATH TOT ENROLLED 
Americem Indian 480 580 1060 1 
Asian 432 540 972 89 
Black 416 472 888 91 
Hispanic 444 500 944 91 
White 498 560 1057 1789 
Source: University of Connecticut Freshmen Admission Office 
Recruitment Efforts 
The University of Connecticut implemented a number 
of projects for its minority freshmen class. One 
project is entitled "Day of Pride”. This effort 
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received over 300 applications out of that number 15 
students received full scholarships and 100 other 
students were offered admission as honorees. The 
honorees are those students which have been 
identified as student with outstanding academics by 
the Connecticut state school officials. The 
universities recruitment efforts included bringing 
in juniors and seniors from 25 different urban 
towns. There recruitment efforts include the 
Minority Engineering Program (MEP), Yield Parties, 
Husky Ambassadors, Black Alumni Network, 
Recruitment/Outreach Programs for Middle School 
Students, and the Teenage Minority Entrepreneurial 
Program. For transfer students efforts include a 
Transitional year program. Community Colleges 
outreach, Husky Ambassadors, and Scholarships. 
Center for Academic Programs (CAP) 
The CAP programs work with the admissions office 
in reviewing all applications for there retention 
progrcun. 156 freshmen were enrolled in the CAP 
program in the fall of 1990. African-American and 
Hispanic equaled 60%. 
The CAP program has over 300 students, the 
population is made up of mostly African-American and 
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Hispanics. The program is staff by a director and 
four full-time staff and one half-time graduate 
student. The students in the program receive 
tutoring and academic monitoring. The center also 
provides a learning resource center, a mentoring 
program which includes faculty and peer (Big 
Brother/Big Sister). The CAP programs publishes a 
newsletter with information about its students and 
the academic success of those students in and out of 
the program. Each student in the program is required 
to meet with his or her advisor on a regular basis. 
The advisors work closely with the faculty in 
monitoring the students attendance and performance. 
The advisor works with the student in making out his 
or her academic and social schedule. The director 
meets with the assistant to the Dean of Student's in 
order to review the student's performance and adjust 
there schedule for the following semester with the 
student. 
The university has a computer tracking system for 
all there applicants and those who are admitted. 
This system is used to read a student final grade 
and track the students academic performance. This 
helps the admission office to adjust admission 
criteria. 
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SOAR Opportunity for Access and Retention^ 
This program, which received funding from the 
Office for Cooperative Education, provides jobs for 
students on campus in the students' field of 
interest. In this manner, students are provided with 
the incentive to stay in school and excel. Students 
in this program receive a $2500 scholarship in there 
freshmen year. Students can elect to stay in the 
program and continue to earn money each year for 
there college education. 
The university offers other programs for there 
students regardless of there ethnicity. These 
programs included the following :"Counseling Program 
for Intercollegiate Athletes, Writing Center, Math 
Drop-In Center, and the Reading-Language Arts 
Centers which provides extensive testing and reading 
improvement sessions." 
Scholarships 
The University of Connecticut offered $300,000 in 
scholarship aid to students. The largest amount was 
awarded to their minority freshmen class, with 
awards given according to the need of the student. 
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These award could be from $1500 to 5000 per year. 
The school reserved four scholarships for transfer 
students. The school has additional funds for their 
leadership awards which equals $ 30,000 in addition 
to other awards such as the G. Fox and Bronson- 
Hutensky scholarships which gives a total of 
$340,000 for awards. 
The President and the Provost is committed to the 
recruitment and retention efforts of minority 
students each year they review the numbers of 
minority student enrolled at there school in order 
to make sure every effort is made for the continue 
success of there minority population. They are in 
the process of implemented a new Division of Multi¬ 
cultural Affairs. 
Case FQur 
In 1991 the University of Colorado at Boulder 
enrolled 25,571 students,20,495 of whom were 
undergraduates(3,444) freshmen. Two percent of the 
student body were African-American 1% Native 
American, 5% Hispanics and 5% Asian. The full-time 
faculty equaled 1,006, with a total faculty of 
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1,093. The ratio was 19:1. In the fall 1990, 82% 
freshmen class returned, in the fall 91, 58% of the 
1986 freshmen class graduated within five years. 
SAT SCORES FALL 91 
ETHNICITY VERB MATH TOTAL 
Aslem 448 558 221 
Black 406 443 59 
Hlspemlc 450 519 143 
White 504 578 2214 
Source: University of Colorado at Boulder, Office of Research 
and Information 
The University of Colorado graduation rate for 
African-American has increase from 1980 and 81 the 
percentage of African-American graduating equaled 
18% but in 1986 the percentage increase to 40%. The 
Hispanics graduation rate in the same time span 
increased from 36% to 48%. Because of the small 
number of Native American the number is erratic. The 
Asian American rate of graduation has remain stable 
at 58%. In 1990-91 to 91-92 the number of African- 
American receiving bachelors degrees increased from 
360 to 366. In 1986-87 the number of degrees awarded 
equaled 231. The increase is not overwhelming but 
there is an increase. In the fall of 1992 the 
university enrolled 2,754 minority students which 
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would equal 14% the highest percentage ever. Since 
the fall of 1988 this would represent a 31% 
increase. 
The University of Colorado has many new 
programs which were design to increase the retention 
and improve the social climate for there minority 
population. The Fall Institute (FI) program is 
designed for first year provisionally accepted 
students. This program provides students with sxaall 
classes dedicated faculty and one on one advising. 
This program requires student to enroll in writing, 
college algebra, and natural sciences in addition to 
other courses related to the students major. These 
courses are taken over two semesters for each 
discipline. All courses taken in the (FI) program go 
toward graduation credits. Each student must 
complete the (FI) program with a C or better before 
they can continue on to the next level. Services 
available to the (FI) students are offered by the 
University Learning Center (ULC), the Counseling and 
Career Services, and the Ethnic Student Support 
Program (ESSP). There services include writing 
skills, math and science skills, computer skills, 
academic skills, multilingual (ESL) program, and an 
academic referral service. All (FI) students are 
given priority for all ULC-controlled courses. All 
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(FI) students are require to enroll in expository 
writing, college algebra, introduction to biology or 
the earth 1/ the earth laboratory in the fall. In 
the spring they must enroll in advance expository 
writing, college algebra if they did not complete it 
in the fall, intro, biology 2/,intro, biology lab or 
the earth 2. Each student must take additional 
university courses. Students enrolled in the (FI) 
program must sign a contract. If the student fails 
to meet the requirement of the contract he or she 
can be withdraw from the university. Students can 
not enrolled in more than fifteen credits per 
semester. Other programs offered at the university 
include the African-American Student Partnership, 
(AASP) Program which was designed to increase the 
retention of people of color. Other programs 
include: the Computing and Network Services (CNS), 
Minority Student Access Network, which offers a 
group of minority faculty, and staff that are 
available to help students to address various 
problems. The Office of International Education, 
UCSU's Program Council, Committee Against Prejudice 
(CAP), Counseling and academic support services, 
IMPART which was design to help faculty increase 
sensitivity around diversity-related issues. The 
Minority Engineering Program MEP, and the Minority 
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Faculty-Student Mentorship Program. In order to help 
students with there transition into the college 
climate the residence halls have included programs 
such as: The Hallett Diversity Program which helps 
the residence become better acquainted with each 
other. Global Jam which is a yearly event which 
included 5,000 students from various cultural 
backgrounds. Each year these students come together 
with food and music and share there culture. The 
Resident Assistant Corps represent 25% of the 
minority population. 
The funds from private scholarships, grants and 
the institution has increased from 38% from 1990-91 
to 91-92 to over two million dollars for there 
minority population. 
The Chancellor's Cabinet is committee to 
increasing the retention and graduation rate of 
there minority population. They are in the process 
of setting up various programs with diversity as a 
goal for the ceunpus. These goals would include 
looking at the following: 
• the number of minority undergraduates, 
• the minority retention and graduation rates 
• the mix of the students from various cultural 
backgrounds 
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• the campus climate for minority faculty, staff 
and students. 
The university is committed to improving the 
climate of the institution since the climate has 
been viewed as unfriendly with incidents of racism. 
The university has tried to combat this problem by 
doubling its minority faculty over a nine year time 
span. The school is still trying to diversify its 
curriculum and provide staff and faculty role 
models. 
Case Study Five 
In the fall of 1991 the University of California, 
Santa Barbara, had a total enrollment population of 
18,519 16,176 undergraduates (2,977) freshmen, 985 
Faculty (705) full-time with a ratio of 19:1. In the 
fall of 1990 87% of the freshmen class returned for 
the fall 1991 term. Of the class of 1986 57% 
graduated within five years. The ethnic breakdown 
for the class of 1991 was 3% African American, 1% 
Native American, 11% Hispanics, and 12% Asian. 
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SAT Scores 
ETHNICITY VERB MATH TOTAL 
Native Axaerlc2m 481 561 1042 
African-Amerlcem 397 437 835 
Chlcano 424 479 904 
Latino 446 498 944 
Aslem-PI 438 586 1024 
White 506 589 1096 
Source: University of California, Freshmeui Admission Office 
The University of California has provided various 
programs to increase the retention and graduation 
rate of there students. The Center for Academic 
Skills Enrichment (CASE) provides workshops in the 
area of critical reading, writing and study skills. 
The workshops also include test preparation, time 
management, and writing strategies. Seniors are 
provided help in composing there letters for 
graduate school and preparing for there GRE's, GMAT 
and CBEST. Students use this office on a drop-in 
basis. The Educational Opportunity Program/Student 
Affirmative Action (EOP/SAA) program "recruit and 
support low-income and/or under-represented ethnic 
minority high school and community college students 
wishing to attend UCSB" This program provides 
support in pre-admission counseling, tutoring, 
housing assistance and a residential summer 
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transition program for freshmen. This program also 
provide advising on career and graduate school. The 
Education Program to Increase Racial Awareness 
(EPIRA) provides training in racial insensitivity 
and cultural differences for students, faculty and 
staff. " The goals of the program are to promote a 
culturally and ethnically diverse campus environment 
and to raise awareness within the campus community 
so that underrepresented minority students, faculty, 
and staff are accepted and appreciated as 
individuals. " This program provides assistance in 
planning educational programs dealing with the 
issues of racial awareness. The tutorial Center 
provides assistance to all EOP students needing 
assistance in any discipline free of charge. This 
center is open five days a week from 8 a.m. to 5 
p.m. 
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CHAPTER V 
SUMMARY AND CONCLUSIONS 
In this study the researcher investigated some 
colleges and universities with programs designed to 
address the issue of low retention and attrition 
among students of color in the North, South, and 
Mid-West. This study showed the importance of 
retention programs such as The Committee for the 
Collegiate Education of Black and Other Minority 
Students (CCEBMS) Promoting Academically Successful 
Students (PASS) Academic Support and Assistant 
Program, (ASAP) The Educational Opportunity Program, 
(EOP) Center for Academic Program (CAP) The African- 
American Student Partnership Program, (AASP) and the 
Minority Student Access Network program (MSAN). In 
order to test the effectiveness of each program, the 
researcher compared the number of students enrolled 
in various retention program with those student not 
enrolled. The institutions involved in this study 
included the University of South Carolina, 
University of Massachusetts, University of 
Connecticut, University of California, and the 
University of Colorado The case studies began with a 
qualitative and quantitative analysis of the CCEBMS 
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program, at the University of Massachusetts. Next 
the researcher examine methods use by the University 
of South Carolina to improve the retention rate. The 
case studies culminated with an examination of the 
various retention programs implemented at the 
University of Connecticut, University, of Colorado 
and the University of California. This study 
concludes with a paradigm of a program that will 
address the needs of all students not just African- 
American students. The primary participants in this 
program should be those students who are at risk of 
dropping out and who, traditionally, have been 
under-served by institutions of higher education. 
This would included all students not just African- 
American students. 
After reviewing all the information gathered from 
a small population of students, and looking over the 
attrition and retention rate at the universities 
under study. It is clear to the researcher that 
these universities are making great strides in the 
right direction, but there is still room for more 
innovated programs. These institutions and many 
other institutions should be given more financial 
support in order to make a change in the future of 
America. These institutions must do more for those 
students that are falling between the cracks. 
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The programs that are already in existence need to 
take a serious look at the services that they are 
offering to their students in terms of finding 
better ways to service their particular populations 
of students. For example, according to a report by 
Student Affairs Research and Evaluation Office 
(SAREO) in the spring of 1989, compared with other 
groups, minority students are significantly less 
satisfied with their academic progress. In addition 
they are not satisfied with their access to faculty. 
Between one-half and two-thirds of the student 
population at the University of Massachusetts felt 
that the administrators think of them as numbers 
rather than students. 
Statistics show that 1,046,930 undergraduates 
degrees were awarded in 1989-90; out of that number 
African American received 61,074 degrees, 
Hispanics 32,686 (3.1%) Asian or Pacific Islander 
39,059 (3.7%) and Native American/Alaskan Native 
4,338 (0.4). As one can see the nation is in 
trouble. 
If we fail to educate our students we are doing a 
great disservice to ourselves and the future of our 
country. The youth of today is our country's 
future for tomorrow. 
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The time has come for Commonwealth of 
Massachusetts and the White House to take a long 
hard look at all institutions of higher education 
in terms of their goals and objectives along with 
each institutions overall mission, and ask the 
question; What is the quality of education worth in 
today's market for America's youth ? 
It is important that the powers that be look into 
their state and nationwide budgets in order to find 
funds which would be better utilized on educating 
America's youth in higher education. 
A Students confidence in his/her college ability 
is positively related to educational achievement 
(Gordon, 1969; Green and Farguar, 1965). Academic 
self-esteem may influence the type of college a 
student may choose to attend. For example, students 
with a low perception of their academic ability may 
choose a less competitive college or a junior or 
vocational college as initial grounds for testing 
their ability. 
Programs like CCEBMS and BCP should take a look at 
the Upward Bound program and think in terms of 
collaboration between the latter programs. This 
would add strength to areas such as recruitment and 
retention. 
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Vast numbers of minority students are entering 
into institutions of higher education, for the first 
time. African American students enrolled in 
predominantly white institutions seem to face 
special adjustment problems, both socially and 
academically. College administrators should 
recognize this adjustment problem and find a viable 
solution. In the southern states segregation made it 
impossible for Blacks to attend white institutions. 
At the same time, few northern institutions were 
willing to enroll African American students partly 
because of stereotypical beliefs that African 
American were unable to benefit from higher 
education and partly because of the social stigma 
attached to the African American presence in white 
society (Gurin and Epps, 1975). Up until the Civil 
War, only about 28 Blacks had graduated from America 
colleges (Gurin and Epps, 1975) and by 1936 only 143 
Blacks had earned B.A. degrees from Northern white 
institutions (Johnson, 1938). 
According to some current estimates, about two 
thirds to three fourths of African American students 
now in college are in predominantly white 
educational settings (Boyd 1974; Gurin and Epps, 
1975). As of 1967, there were estimated to be 133,00 
African American students in white colleges. 
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W© ©s African-Azneric©!!© li©ve come ©lozicf w©y since 
segreg©tion in the south in the e©rly 1900s, but we 
still h©ve © long w©y to go. We ©re still under¬ 
enrolled in white institution ©cross the country. 
The retention ©nd gr©du©tion r©te for Afric©n- 
Americ©n should be ©n eznb©rr©ssment to the United 
St©tes. This country w©s founded on the rights for 
©11 men ©nd women to be tre©ted equ©lly not by the 
color of there skin but by the contend of there 
minds. The time h©s come for the under-prep©red to 
become better prep©red to meet the ©c©demic 
ch©llenge of the future. 
V©rious rese©rchers h©ve reported on the f©ilure 
of the under-prep©red to persist in institutions of 
higher educ©tion. 
According to the rese©rcher there is © n©tion©l 
concern reg©rding the coloring of Americ©. The 
m©jority r©ce c©n see the imp©ct this group m©y h©ve 
on the qu©lity of their lives. It is cle©r th©t the 
le©st-prep©red will enter college in l©rge nzimbers 
by the ye©r 2000. It is time for us to w©ke-up to 
this f©ct ©nd improve our support progrems ©nd 
curriculum ©long with providing © multi-cultur©! 
f©culty, and ©dministr©tion th©t is re©lly committed 
to the educ©tion of our youth. Some feel th©t 
universities should only enroll students who ©re 
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intelligent and have a good academic record. Others 
feel we should integrate the process with lower 
income students who have academic potential, this is 
where programs for retention will be most 
successful. 
The researcher believes each student enrolled in 
am institution of higher education has the potential 
to graduate given the necessary skills, which may 
not have been accjuired in some high schools, along 
with the necessary financial support. There are 
models designed to give high school students, 
enrolled in institutions of higher education, a 
chamce to reach their full potential. 
According to a statement released to the White 
House by Japan, unless the United States improves 
the quality of education for minorities in this 
country, as well as improving the products they are 
shipping to China, Japam will not loam any more 
money to the United States. If indeed institutions 
of higher education in New England are the envy of 
the world, we must continue to improve our efforts 
in order to stay number one. There is a need for 
more state funding to state colleges for all 
students if our goal for the future is to remain a 
strong nation. We cannot afford to take a budget 
short cut on our young people's dreams of tomorrow. 
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As a nation dedicated to improvement and change we 
must stand shoulder to shoulder in the trenches of 
recession, with a plan for future success in order 
to stop the depression which is soon to follow. 
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CHAPTER 6 
RECOMMENDATIONS: A MODEL PROGRAM 
One of the pivotal goals should be to maintain 
academic quality and standards associated with a 
competitive environment while increasing the student 
retention rate by a significant and realistic 
percentage. Retention is affected in a positive 
manner by improving the quality of services to 
students, their environment, and the climate in 
which students function. A special learning 
opportunity model should be designed to ultimately 
enhance student retention by making improvements in 
the areas of academic support, intervention, 
diagnosis, treatment, and resolution while 
maintaining academic excellence. 
A successful program will consolidate and 
cooperate with existing organizations which 
concentrate on the academic success of all students 
who, for one reason or another, are not likely to do 
well or ever make an effort to complete their 
undergraduate education. All students are included 
in this situation, without regard to racial or 
ethnic differences. Each participant in this program 
will have a greater opportunity to achieve 
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intellectual, educational, and personal goals. With 
their chances for success optimized, more students 
will elect to remain in this system and the 
retention rate will increase commensurably. 
The University of Massachusetts at Amherst has 
been concerned about the issues of retention for 
several years. In a memo dated December 14, 1984, 
the administration called for a campus-wide effort 
to improve our retention rates. (R.D.O'Brien and 
D.L. Madson, Memo to Campus Management Council) . At 
that time, the memo revealed, general percentages 
for graduation were 40% in four years and 50% in 
five years. In the spring of 1988 the researcher 
conducted a small survey which indicated that out of 
36 students surveyed, 26 felt they were unprepared 
to persist and complete a University degree. A 
Comparison of the number of freshman students 
enrolled at the University with the number of 
degrees granted, reveals that there is room for 
improvement. 
In an effort to achieve equality of educational 
opportunities, the University has made a "commitment 
to the historically under-served population (Draft 
of Mission, 1987). Each year, the University offers 
opportunities for a quality education to students 
whose academic accomplishments reflect a broad 
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range. There is cause for concern for the welfare of 
those students who are granted admission into a 
University, although their academic records reflect 
the lower end of the admission standards and who, 
therefore, may be perceived to be at risk 
academically, socially, and/or psychologically. It 
has been proven through the years by various 
researchers that SAT scores may not reflect a 
student's ability to excel in an institution of 
higher education. 
Each year a significant percentage of students 
leave the University voluntarily or involuntarily 
without completing a degree. Research indicates that 
lack of adequate preparation at the secondary level 
is a major factor preventing many of these students 
from achieving a positive college experience. 
Although the University offers a portfolio of 
programs to help students at risk, much of the 
responsibility for initiating and continuing contact 
is left up to the individual student. Low 
motivation, and in some cases, low self-esteem, may 
prevent the student from taking advantage of these 
programs. 
United and coordinated action, on behalf of 
students determined to be at risk upon admission is 
essential if the University is to live up to the aim 
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of academic equality and its responsibility to the 
Commonwealth of Massachusetts. The student needs to 
be provided adequate time to gain a sense of what he 
or she is encountering. Students should discover new 
directions, have support and guidance from staff and 
faculty, learn how to formulate appropriate 
questions as well as encounter provocative ones. 
They should develop an intellectual capacity and 
gain a deeper understanding of themselves in 
relationship to the larger world beyond the 
University. 
The effort required to counteract what may be 
years of academic neglect and deficiencies is 
greater than a limited redemption initiative. 
Retention models are needed which have a special 
emphasis on learning opportunities that are designed 
to ultimately enhance student retention and improve 
students chances of achieving the goal of equality 
in education. 
Over the last twenty three years the University of 
Massachusetts has had various academic support 
programs in place such as CCEBMS, bcp, UARLC, in 
order to support minority students with their 
academic agendas. 
Additional alternative learning models could be 
designed to address problems of academic deficiency. 
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low motivation, and low self-esteem. The ultimate 
goal of the program would be to enable the learner 
to gain confidence and direction along with skills 
and information. Based on the Learning Community 
model, this program could provide students with the 
freedom to elect course-work with their peers 
throughout the University while also providing a 
comprehensive home base support system with 
additional learning and growth opportunities. 
The model should be designed to benefit all 
students. The primary participants should be those 
who traditionally have been under-served by the 
University and include those determined to be at 
risk of dropping out of college. Clearly, these 
participaints would not only be students of color. 
This group would consist of those students about to 
be suspended, dismissed, or about to be readmitted. 
Many have had significemt problems at the 
elementary aind secondary school level prior to their 
acceptance to the University. Their advancement 
toward a degree may be blocked by the lack of 
academic skills cind information or other negative 
experiences around schooling. Without the 
prerequisite skills, many of these students cannot 
stay in school, make good academic progress or 
successfully complete graduation requirements. 
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while extending the period of progress toward a 
degree and thus increasing the length of time a 
student must spend at the University by one or two 
semesters, this model could serve as a mechanism 
which is geared to preventing attrition during the 
first six weeks of class. 
Research indicates that, philosophically, the 
programs that the University already has in place, 
to assist this population, share many of the same 
concerns and employ a variety of methods which have 
proven successful in the past. Briefly, they assess 
the student's ability and skills in some areas and 
provide specific assistance. However, initiating 
contact with these programs is left up to the 
discretion of the student. In addition, the lack of 
coordination of these services allow many students 
to fall through the cracks. While there are a 
plethora of enterprises doing much the same thing, 
they do this for different audiences and there is 
room for more communication and collcdDoration. One 
of the goals of the model would be to reverse the 
process mentioned above. In this model students 
perceived to be at risk are immediately accepted in 
this structured program. The model would offer very 
little latitude for students enrolled in the program 
initially to make independent choices. Students 
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should be advised to take the courses that meet 
general education requirements. The staff should 
work closely with advisors in the student's major 
field. The staff should oversee each student's 
individual program and progress, ensuring that it is 
academically rigorous but not so difficult as to be 
discouraging. 
Assessment formats should be sufficiently 
standardized so that all staff involved would be 
able to understand the needs articulated by the 
staff evaluators. Information available to students 
wishing to participate in the program should be 
clear and concise. Each student admitted to the 
program should be linked with an advisor who has 
access to academic records as well as an outline of 
the learning experiences recommended by the initial 
assessment evaluation. The process should be 
consistent and the student should be involved in 
creating his/her plan of action with an academic 
advisor or counselor. Advisor/student meetings 
should be scheduled on a weekly basis. Eventually 
students should be linked together into teams, 
establishing a student support network. In addition 
to a carefully designed course load, each student 
should be required to enroll in specially designed 
tutorial learning modules (PLUS). These tutorials 
116 
are four-tiered and should be required of all 
students who volunteer or are required to 
participate in the program. Assessment of each 
student's progress should occur at regular intervals 
during his/her undergraduate years. 
Goals of the Program 
Consistent with the larger mission statement of 
the University, the primary goal of the program 
should be to increase the numbers of historically 
under-served population groups. This population 
includes students who are African American, 
Hispanic, Native American, low income white and 
selectively Asian-Americans. This program should 
help any enrolled student matriculate and 
successfully graduate. 
Some students face barriers in many aspects of 
their university lives. These students may need 
ongoing emotional support, counseling, staff 
development, tutoring and a chance to communicate. 
They may also face special challenges which 
complicate their undergraduate experience. Their 
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challenges may lead them to become discouraged with 
their academic progress and abandon their university 
studies. 
In addition, they must take and successfully 
complete courses each semester in order to maintain 
their progress towards a degree. The assumption is 
that these students will benefit from specific 
assistance designed to make their college experience 
positive, productive, and a model for future growth 
and development. Students who have been 
traditionally under-served during their public 
school experiences and who enter higher education at 
the lower end of admission standards could gain the 
strength, confidence and ability they need to 
graduate. By using the learning community format and 
utilizing the campus year-round, the college 
experience will be enhanced and enriched by special 
programs that enable students to help themselves. 
Objective and Description of the Program 
The objectives of the proposed program are the 
following: 
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1. To establish a learning community model that can 
support students academically, socially, and 
psychologically while enhancing and enriching 
their college experience. 
2. To provide advising, mentors, tutoring,and 
counseling services that can enable students to 
make an effective adjustment to the university 
environment. 
3. To enable participants to gain access to other 
programs on-campus that support academic and 
personal growth. 
4. To assess the success of the program in promoting 
retention and development among those who 
historically have been under-served and who, 
following assessment, are perceived to be at-risk 
academical ly. 
The model should afford participants both 
continuing support and direction within the larger, 
more impersonal university community. The model 
should combine academic courses, ongoing advising 
and organized opportunities for individual growth 
and development. In addition to academic course 
work, taught by University faculty, participants in 
the learning community should participate in ongoing 
short courses, lectures, and seminars. Day-to-day 
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help sessions should be conducted by teaching 
assistants from various departments, and the staff 
should tutor (part-time) as part of the PLUS 
component. 
Each academic semester participants should take 12 
to 15 academic credits, selected with assistance 
from their advisor. In addition to fulfilling 
University general education requirements, the 
program should allow students to investigate 
potential academic majors. The program should be 
flexible enough to allow students to complete their 
degree within 8 to 10 semesters. 
At the freshman and sophomore level, the "PLUS" 
component should be oriented around academic and 
social adiustment. Once participants enter their 
junior or senior year, the focus of the PLUS 
component should shift toward career decision making 
and professional skill development. After the 
participants have successfully completed their 
sophomore year with a grade point average of 2.80, 
they should become eligible to act as a big brother 
or sister to the incoming freshmen class. At the end 
of this chapter a sample of an academic plan is 
included. 
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Assessment 
The first contact a student would make with the 
program would be during the New Student program for 
entering freshmen and transfer students. This 
initial pre-college experience include assessments 
of college readiness, specific recommendations for 
help, contact with the program staff, in addition to 
an orientation to the program. 
A second point of entry is available when any 
student is discovered to be in danger of probation, 
suspension, or dismissal. Students experiencing 
difficulty are referred to the model program for 
additional assessment. This assessment process 
results in explicit statements which detail the 
areas of strengths and areas of need for each 
participant. In cooperation with the assessor, each 
student should create an individualized learning 
contract. This contract challenges the students to 
formulated statements of outcomes expected to be 
accomplished as a result of participation in the 
program. The learning contract, which is signed by 
the student and assessor or advisor, should give the 
student a clear and realistic self-designed 
blueprint to follow. 
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Once signed/ the plan should be re-evaluated at 
the end of each semester. Any modifications are 
negotiated and require signatures of the students 
and the assessors or advisors. 
The learning contract should include learning 
outcomes/ methods/ resources used to achieve these 
outcomes/ evidence to demonstrate achievement of 
outcomes/ and room for written evaluation. 
Evaluation and Dociunentation 
An evaluation should be undertaken to gather 
information about the success of students who 
participate in the program. Research has revealed 
that of those students accepted into the University/ 
only about 40% graduate within four years and 50% 
graduate within five years. This evaluation could 
assess the impact of the program on those students 
that are determined to be at-risk over a period of 
five years. 
Documentation should include information 
determining whether participation in the program 
positively correlates with a significant increase in 
retention of at-risk students compared to previous 
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statistics on this group, as well as comparison with 
the general University population. 
The program evaluation should address a wide range 
of issues such as student retention, achievement, 
and performance by following each student' s 
progress throughout the program and after 
graduation. The evaluation should include each 
student's flow charts, and attitudinal studies, thus 
ensuring maximum credibility of the data. 
COURSE PLAN 
Freshmen College Survival 
1st Semester Skills 
Communication 
Skills 
College Writing 
Historical Studies 
Analytic Reasoning 
Social & Behavioral 
Sciences 
Foreign Language 
PLUS 
Help Sessions 
or 
Review Sessions 
Freshmen 
2nd Semester Analytic 
Reasoning 
College Writing 
Historical Studies 
Arts 
Foreign Language 
PLUS 
Help Session 
or 
Review Sessions 
Sophomore 
1st Semester Analytic 
Reasoning 
College Writing 
Social & Behavioral 
Sciences 
Arts/Literature 
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Sophomore 
2nd Semester 
Junior 
1st Semester 
2nd Semester 
Junior Year 
Senior 
Physical Science 
Reasoning 
Biological Science 
College Writing or Select from Major 
PLUS 
Help Sessions 
or 
Review Session 
Analytic 
Reasoning 
Select from 
Major 
Physical or Biological 
Science 
Select from 
Major Junior 
Analytic 
Reasoning 
Select from 
Major 
Select from 
Writing Major 
Requirement Major 
PLUS 
Help Session 
or 
Review Session 
1st Semester Select From Major unless General 
Education Requirements are unfulfilled. 
For students wishing to complete their degree within four 
year, the University of Massachusetts Summer Session is 
recommended providing assessment and advising team 
agrees. 
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